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SEX AND RACE DIFFERENCES ON
STANDARDIZED TESTS

THURSDAY. APRIL 23, 1987

HoUSE OF REPRESENTATIVES,
SuUBCOMMITTEE ON CIVIL AND CoNSTITUTIONAL RIGHTS,
COMMITTEE ON THE JUDICIARY,
Washington, DC.

The subcommittee met, pursuant to call, at 9:33 a.m., in room
2226, Rayburn House Office Building, Hon. Don Edwards {(chair-
man of the subcommittee) presiding.

Present: Representatives Edwards, Schroeder, and Sensenbren-
ner.

Staff present: Catherine LeRoy, chief counsel; Alan Slobodin,
associate counsel; Barbara Dobynes-Ward, clerical staff.

Mr. Epwarbps. The subcommittee will come to order.

The gentleman from Wisconsin.

Mr. SENSENBRENNER. Mr. Chairman, I ask unanimous consent
that the subcommittee permit coverage of this hearing, in whole or
in part, by television broadcast, radio broadcast or still photogra-
phy, in accordance with Committee Rule 5.

Mr. Epwarbps. Without objection, so ordered.

The purpose of today’s hearing is to examine the role of a variety
of standardized tests with respect to educational and employment
opportunities for women and minorities.

Americans, especially students, are forced to take an increasing
number of standardized tests. These tests are used for purposes of
school admittance, placement and graduation. Because decisions af-
fecting educational opportunities and employment opportunities
are based on these test results, we need to know that educational
and vocational tests are, in fact, valid measurements of ability.

The courts in California recently banned the administration of
any IQ test to black students when ‘it was found that the tests were
biased. When a test scores students on the basis of their race and
not their ability, then clearly the test should not be used. Tests
that measure culture in the name of ability deny students and
worlers equal access to employment and educational opportunities.
On the basis of public policy and simple fairness, we need to know
where test biases exist and what steps can be taken so that they
can be eliminated.

Our witnesses will be appearing on three panels. I recognize the
gentleman from Wisconsin, Mr. Sensenbrenner.

Mr. SENSENBRENNER. Mr. Chairman, the minority has no opening
statement this morning.

(h

<t




2

Mr. Epwarbs. Thank you, Mr. Sensenbrenner.

The members of our first panel are Ms. Phyllis Rosser, Contrib-
uting Editor, Ms. Magazine; Dr. Diana Pullin, Associate Dean, Col-
lege of Education, Michigan State University, Lansing; and Dr.
Nancy Cole, Dean, College of Education, University of Illinois,
Champaign-Urbana, IL. If the members will come to the witness
table, please, we will start with the two who are here.

Would you raise your right hands, please. Do you solemnly swear
or affirm that the testimony you are about to give is the truth, the
whole truth, and nothing but the truth?

Ms. Rosser. I do.

Dr. CoLe. I do.

Mr. Epwarps. Welcome. Without objection, all the statements
will be made part of the record. I believe that Phyllis Rosser is
first. Ms. Rosser, as I said, is a contributing editor to Ms. Magazine.

STATEMENTS OF PHYLLIS ROSSER, CONTRIBUTING EDITOR, MS.
MAGAZINE; NANCY S. COLE, DEAN, COLLEGE OF EDUCATION,
UNIVERSITY OF ILLINOIS; AND DIANA PULLIN, ASSOCIATE
DEAN, COLLEGE OF EDUCATION, MICHIGAN STATE UNIVERSI-
TY

Ms. Rosser. Thank you. I am glad to be here and pleased that
the subcommittee is focusing attention on this important issue.

My name is Phyllis Rosser and I'm a consultant on sex bias in
testing. As a contributing editor to Ms. magazine for the past 14
years, I have had articles on education and testing published in Ms.
and other magazines as well. I began researching sex bias in test-
ing in 1979 and wrote a report for Ms. at that time on the aptitude
tests used for college and graduate school admissions, on standard-
ized achievement tests that are given from kindergarten through
the 12th grade for tracking, on IQ tests that are administered by
psychologists, and on interest inventories that are used for career
guidance in high school.

Most recently, I have been working with the National Center for
Fair and Open Testing and am principal author of Sex Bias in Col-
lege Admissions Tests: Why Women Lose Out.

The tests where sex bias seems to have the greatest impact on
girls’ educational opportunities are the college admissions exams.
The Scholastic Aptitude Test and the Preliminary Scholastic Apti-
tude Test/National Merit Qualifying Test, published by Education-
al Testing Service and the American College Testing Program’s As-
sessment ACT, are taken by over three million students each year.
They are systematically underpredicting the abilities of high school
girls. Although females have higher grades than males in all sub-
jects in high school and higher college grades, even the freshman
year, senior high school girls averaged 61 points lower than boys on
the SAT last year, 50 points lower on the math section, and 11
points lower on the verbal. This is an area where girls excelled
until 1972. Then boys began to outscore them and the scope gap
has gradually widened.

ETS's justification for the use of this test is that it predicts fresh-
man year college grades, but it is not doing that for girls. They are
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52 percent of the 1.5 million test takers, so this means that scores
are being underpredicted or approximately 800,000 females every
year. In fact, if these tests were accurately predicting freshman
grades, girls would score 20 points higher than boys, rather than 61
points lower.

I am sure, if boys were receiving higher grades and lower test
scores, the tests would be rewritten.

Minority females are doubly penalized by the test. They all score
lower than the males in their ethnic group who, in turn, score
lower than white males. In 1985, black women scored 43 points
lower than black men, and 264 points lower than white men.

A similar pattern of test bias can be found on ETS’s Preliminary
Scholastic Aptitude Test/National Merit Qualifying Test, taken by
1.1 million juniors last year, 54 percent of whom were fomals.
Girls’ score averages were 53 points lower, in SAT terms, than
boys, 41 points in the math, and 12 points in the verbal. To qualify
for the National Merit Scholarship, verbal scores are doubled and
the math is added, in order to give girls more of a chance. But dou-
bling their lower verbal scores now works against them.

Girls are also scoring lower on the ACT Assessment, taken annu-
ally by nearly a million high school seniors, and 54 percent of them
are also females. Last year, girls scored lower than boys in math
usage, natural stience and social studies, but slightly higher in
English usage, averaging six score units lower than boys on the
test overall.

Sex bias on these tests is having a much greater impact on fe-
males than we realize. By underpredicting their academic perform-
ance, these tests affect girls chances to gain entrance to nearly
1,500 colleges and universities that require SAT scores or use SAT
cut-off scores for admission.

For instance, the University of Texas at Austin requires a com-
bined SAT score of 1,100 for out-of state applicants. The University
of Cal'fornia at Berkeley adds the SAT and three achievement test
scores—also tests where the girls score lower-—to the student’s
grade point average, which is multiplied by 1,000 in order to rank
candidates for admission.

Unfairly low test scores also become a self-fulfilling prophecy,
causing girls to lower their expectations and apply to less competi-
tive schools than their grades suggest. This is truly unfortunate.
MIT has been accepting girls with lower SAT math scores and has
found they are doing just as well as boys in freshman math classes.

High school girls are also being denied the opportunity to take
academic enrichment programs and accelerated courses offered to
students with high test scores. A number of summer programs are
offered publicly by States or privately by Ivy League and other
competitive schools and by well-known prep schools.

Use of these tests also means less scholarship money for female
college students. Merit scholarships awarded by hundreds of corpo-
rations, foundations, Government agencies, professional organiza-
tions and unions each year are partially based on ACT, PSAT, or
SAT scores. Most of these organizations refuse to provide a gender
or racial breakdown of recipients. However, the National Merit
Scholarship Corporation, which offers the most prestigious awards
for academic excellence, publishes this data. Over $23 million pro-
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vided by 670 corporations, foundations, professional organizations,
colleges and universities. is given annually by National Merit to
students with the highest scores on the PSAT. Last year, girls’
qualifying scores averaged 65 points lower than boys, in SAT
terms, and they received only 36 percent of the 6,026 available
scholarships, while boys received 64 percent. This year, the semi-
finalists pool, based solely on PSAT scores from which tiie winners
will be chosen, is 34.7 percent female, 61 percent male, and the sex
of 4.3 percent is unknown.

In the escalating competition for top students, merit scholarships
are being increasingly used for recruitment. Students with high
scores on the SAT or the PSAT receive letters offering honor schol-
arships from a large number of colleges and universities, which
buy their scores and other student data from ETS.

The final result of all of this is a real dollar loss for females in
later life, as they get less prestigious jobs, earn less money, and
have fewer leadership opportunities. Of course, the life-long loss of
self-confidence can’t be measured in financial terms.

At present, researchers cannot easily tell which questions are
biased by examining the tests. Only the test publishers know which
questions females and minorities answer incorrectly, and they have
not made this information easily available. But there are some
theories about the gender gap, particularly on the SAT.

ETS President Gregory Anrig says that a larger pool of test
takers will have lower scores. ETS also says that more girls than
boys from lower income families take the test. They also have
lower test scores which reduces the female average. However, de-
spite their larger pool and lower incomes, the girls who took the
SAT in 1985, according to College Board data, had higher grades
than the boys who took it. This test didn’t reflect their perform-
ance in the classroom. ETS says girls take less math and science in
high school, but College Board data for 1985 shows that girls who
take the test are almost as likely as boys to have taken four years
of math.

The College Board says men take harder courses in college, but
their own validity studies show girls college grades in math and en-
gineering tend to be underpredicted by their SAT scores.

Most insidious of all are those who say girls’ grades reflect good
classroom behavior rather than high intelligence. Of course, grades
include much ore than can ever be measured on a multiple-choice
test, such as the ability to think complexly, solve problems, orga-
nize information and express oneself clearly. It is generally ac-
knowledged that girls write better, and the writing tests bear this
out.

I have looked at SAT questions over the years and find them of-
fensive in their consistent male orientation. I recently analyzed 24
reading comprehension passages that appeared on four SAT's given
in the 1984-85 year. I found references to 42 men and three women
in the 24 passages. Thirty-four of these men were famous and their
work was cited. One famous woman, Margaret Mead, was men-
tioned, and her work was criticized.

David White, a lawyer from California, who has done consider-
able research on college admission exams, has found a number of
questions that are demeaning and emotionally loaded for women
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and mincrities. One question on the law school admissions test,
published by ETS, concludes that “children should be raised only
by their mother and not farmed out to day care centers and fuli-
time babysitters.” Certainly women who take this test are yoing to
respond differently to this language than men. It may slow them
down and even shake their confidence for a while.

ETS could change these tests to make them fairer, but has
chosen not to do so. The Stanford-Binet 1Q test is written with the
assumption that the sexes are equally intelligent, and it is revised
Periodically to keep them equal. ETS receives $17,250,000 for the

T every year, so it could easily afford to change it, to make it
sex-fair.

Recent research indicates that other tests are also biased, such as
the standardized achievement tests used for high school tracking
and the Armed Services Vocational Aptitude Battery, widely used
for career guidance in high schools.

I would like the Congress to request that the Department of Edu-
cation investigate tests that are having major impacts on students,
to see if they predict what they are supposed to. In order to do this
fairly and accurately, I think it is essential that the researchers
;Nl;]o receive these contracts are not connected with the test pub-
1shers.

I have additional supporting material that I would like to include
with my testimony, and I would like your permission to do that.

Mr. Epwarps. Without objection, so ordered.

Ms. Rosser. Thank you.

[The statement of Phyllis Rosser, with attachments, follow:]




TESTIMONY OF PHYLLIS RCSSER

TO THE HOUSE JUDICIARY COMMITYEE ON CIVIL AND CONSTITUTIONAL RIGHIS

April 23, 1987

1 heve been s Contributing Edftor to Ms. Magszine for the psat fourteen
years and 1've hsd wmany atticles on educstion and learning published In other
sagarioes as well. 1 begen researching sex blas in testing for Ms. in 1979,
vith an open atnd. Tests had never kept me from anything 1 wvanted to do. 1
don't sven remember the SAT gcores 1 recefved fn 1951.

1 exautoed the tests, resd testing studies and fotervieved the testing
rescarchers vho had written them. 1 wrote a report for Ms. 10 1980 on
Aptitude Tests that are used for college and graduate school admtsaions,
StandardZzed Achievement Tests given frow kindergarten through 12th grade,
1.Q. tests admtaistered by peychologists, and laterest Inventories used for
Cereer Guidsace In high school.

1 em very plessed that Congress {s faoterested in the effects
standardized tests sve having on femalea and sorry to report that the teats
have not {sproved much since 1 began ey research. ln fect, on the college
entrsace exaxinations, the score fsp between the saxes has widened.

What atruck me first vhen I locked at theee tests was the overvhelatng
nuaber of males that populsted them - sll of whom wre engsged {a traditional
occupations like doctor end lsvyer vhile women were teachers, nurses cnd
secretaries. 3iccording to recent research, there sre still twice as wany men
48 Yomen oo most tests and they are still shown {n stereotyped roles, even
though this doesn't represent the world of 1987 st all. Studies done by
Educationsl Testing Service researchers as far back as 1979 (“Sex Differences
and Sex Bias i{n Test Content” by Ekstrow, Lockheed, Donlon, Educational
Horizons) show that “females tend to do better on {tems that have more female
or neutral figures than on {teme {0 vhich there are msle figures.™ This
means that sale-oriented content 1s not oanly offensive, it is also a source
of bdlas.

But the tests vhere sex bias seems to have the greatest {wpact on girls®
educational opportunities are the college entrance examinstions. The
Scholastic Aptitude Test (SAT) and the Preliminary Scholastic Aptitude
Test/Natfonal Merit Qualifying Test (PSAT/NIQT) pubdlished by Educstional
Testing Service end the American College Testing Program's ACT Assessment
(ACT) are systematically underpredicting the abilities of high school girls.
Although females have higher grades fn every subject {n high school sad
higher college grades, they receive lover test scores on the SAT and the ACT.

The SAT {s composed of two sections, Verbal and Math, mech scored on a
200-800 point scele. The maxiw:a possible score {s 1600. Last yesr, women's
average SAT scores were 61 pofnts lower than men’s - S0 points on the Math
section and 11 points on the Verbal sectfon - an srea vhete girle excelled
until 1972. Then boys begen to outscore them verbally ss well sa
satheaatically (boys have alvays received higher math scores on this test),
and the scote gap has gradually wideced.

This growing acore gap s surprising since ETS saya the main purpose of
this te % {s to predict freshmn yesr grades tut it's not doing that for
Rirls. They make-up 52X of the 1.5 aillfon test tskers so this wmeans that
scores are being underpredicted for approximately 800,000 feasles every year,
If this test were accurately predicting freahaan yesr grades, girla would
score 20 points higher than boys rather than 61 points |ower.
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I’n sure, {f boys wera receiving higher grades and lower test scores,
the tests would be revritten.

Minority women are doubly-penalized by the test. They all score lower
than the nmen {n their ethnic group, who, {n turn, score lower than white Den.
In 1985, black women acored 43 points lower than black men and 264 points
lower than white pen.

A siaflar pattern of test bias can be fourd on ETS’ Prelininary
Scholastic Aptitude Test/ National Merit Qualifying Test (PSAT/NMQT), taken
by 1.1 million junior high school students last year (who were 542 female).
ETS promotes this as a practice test for the SAT, but the National Merit
Scholarship Corporation awards oser $23 atllion in student scholarships to
the highest scorers on this test.

'ice the SAT, the PSAT/NMSQT has two parts. Each Is scored on a scale
of 20-80. Testmakers claim an approximation of future SAT scores can be
obtained by multiplying PSAT/NMSQT scores by ten. 1In 1985-86, girl’s score
averages were 53 points lower, {n SAT terms, than boys: 4} points {n the
Math, 12 points {n the Verbal. To qualify for the National Merft
Scholarship, verbal scores are doubled and the math {s added - {n order to
glve girls more of & chance. But their lower verbal scores which are
doubled, are now vorking against then.

An alternative college entrance exaam to the SAT 1{s the ACT Assessment, a
survey achievewent test taken annually by nearly a million high school
senfors (54X of whoa are female), mainly {n the “id-West, Southwest and
3ee.th. The ACT has four sections: English Usage, Mathematics Usage, Natural
Science, And Social Studfes. The test is scored on & scale that ranges froas
1-36. 1In 1985-86, girls averaged 2.8 gcore units lower than boys in Math
Usage, 2.5 unita lower in Natural Sclence, and 1.7 units lower {n Social
Studies but slightly higher (1.0 units) in English Usage, averaging 6 units
lower than boys on the test, overall.

Girls also receive lower scores on most of the Achievement Tests
published by ETS which are required for adatssion to some col leges and
universities. According to the College Board's Profiles of College-Bound
Seniors, 1985, girls scored nine polnts higher on English Composition and
Literature, one point higher on German but lower on all the other tests.

Sex biss on these tests is having a much greater {cpact on females than
we :calize. By underpredicting their acadealc performance, these tests
affect girls chances to 8aln entrance to colleges and universities that
require SAT or ACT scores, or use thems as cut=off scores for admtssion. Thev
also na-kedly diminish their chances to obtain merit scholarships based on
test scores, and to enter many specia)l educational programs for gifted high
school students tha* use SAT scores {n their adaissions criteria.

Test Scores Effect College Admission

Nearly all the 1590 accredited colleges and universities in the country
require students to submit SAT or ACT scores for admission. Some use them ag
cut-off scores and others put thes {nto an admissions formuls. (see appendix
1 for a 1ist of the colleges and uiversities requiring cut-off scores or
using SAT scores as »art of a aunerical forzula.) For exasple the
University of Texas at Austin requires out-of-state applicants to have
zinimue SAT scores of 1100. The University of California at Berkeley adds

"-‘ \




the 5. T score, the scores on three ETS Achievement Tests (where girls also
receive lower scores) and the Grade Point Average multiplied by 1000, to rank
candidates for admfasion.

Although some colleges aay not actually use scores in the selection
process. they often publish the average SAT scores of their previous freshmen
class to establish high acadeaic credentials. As a result, women with lover
SAT scores will lower their expectations and apply to less coapetitive
schools than their grudes suggest. Ernest Boyer recently reported in
College: The Undergraduare Experience in America tnat 621 of the students
questioned said they lowered their college expectations after recetving their
SAT scores.

Low Test Scores Reduce Entry Into 'Gifted’ Programs

A large number of academic e richment program are offered to students
wvith high SAT or PSAT scores. Fewer of these opportunities are otfered to
tmales, due to their lower scores. This means they net only lose the
npiortunity 2o enhance or accelerate their high schrol prograa, but also have
less izmpressive resumes of extracurricular acadenic activities to present on
colieye applicationa.

In New Jersey, outstanding honors students in science and political
science w.th high SAT scores are invited to attend the Governor’s School, a
suzder enri~hment program held un college campuses. 651 of the attendees at
the science school this summer will be nale, 35X will be female, from 2 pool
of applicants that was 75» arle, High PSAT scores and high grade point
averages are alao used to selec” one student froo each high school in New
Jersey to atterd the New Jersey Scholara Program held at the Lawrenceville
School each sumser.

In Washingtoa, D,C., students with high SAT Math acores are offered
opportunities to take advanced math courses on college campuses during he
sumsmer. Additionally, high scoring students whose parents can afford summer
school tuition have a smaorgasbord of opportunities to develop their
gifredness. Summer enrichment courses are offered by Ivy League and other
competitive schools, and by well-known prep schools. This suamer. the George
School in Newton, Pennsylvania and Blair Acadeay in Blairstown, New Jersey
will offer courses n advanced aathematics, college science. computer
science, languages, literature, the arts and, {ronically, PSAT and SAT
coaching.

Johns Hopkins University’s Center for the Advancement of Academically
Talented Youth (CTY) invited 26,876 seventh grade boys and girls in 19 states
to take the SAL, to deteraine if they were mathematically or verbally
talented. Junior High School students qualify for this by scoring {n the
upper 3% on che mathemstics sectien of a narional standardized ach'everent
test. These who score 500 or more on the Verdal or Math section are invited
to attend one of their five camps for "gifted and talented™ students,

This suazer, invitations to the Johns Hophins program wiil be extended
to over 2,500 boys but oaly 1,081 girls. Although an equal number of boys
and girls take the test, girl’s lower SAT scores keep thea froa qualifyiny,
for these high-powered gumrer prograwms. They way also suffer a blow to tnelir
self egteem and lower their expectations about future SAT performance -
before they even reach high school.
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Lov Test Scores Deny Merit Scholacship Monev

Use of exanm scores alao meane less zerit scholarship soney for female
college students. Merit acholarshipa awarded by hundreds of corporations,
foundations, government agencies, professional organizattona amd uniona each
year are partially based n ACT, SAT or PSAT scores. Most of these
organizations refuse to p.ovide a gender or racial breakdown of scholarship
reciplents. However, the National Merit scholarship Corporation, which
offers the moat prestigious awarda for acadeaic excellence, publishes this
data.

Over 23 uillion dolsars, provided by 670 corporations, foundations.
colleges and universitiea are given annually to atudents with the highest
PSAT scores. Last year girls qualifying scores averaged 65 pointa lower than
boys (in SAT terms) and they received only 362 of the 6,026 acholarships
awarded while boys received 64X, This year the seat-finalist pool (based
solely on PSAT scorea) from which the winners will be chosen has 15,507
studenta, 34,72 are female and 61% are male (the sex of 4.3% fa unknown).
(see State-By-State breakdown, p.10)

Semi-flnalist starus {s given to atudenta whoae PSAT scorer ‘twice
Verba) anu Math acore) rank them in the top half of 1% {n each staze. 1In
order t4 obtain scholarship money, semi-final{sts subait {nformation about
their acadealc records, extracurricular activities, lesdership potential and
intended college major, along with their principal’s recomsendation to che
National Merit Corporaticn's sel~ction committee. Students miat also
duplicate their high PSAT acore with ~an zquivalent high Scholastic Aptitude
Test performance,” sccording to their Program Guice, This also works against
lower-scoring females. In 1985-88, of the 13,777 Merit Finalists, 64.1% vere
male and 35.92 were feamsle. 43.7% of the finalists actually receive Merit
Scholarshipa.

An alaraing trend for women 13 evident tn the National Merit
Corporation’s Annual Reporta. Although the total number of scholarships
awarded annually has increased, the nuaber and percentage of female
recipients haa decreased noticadbly in the laat three years. In 1983-84,
National Merit Scholara were 40.2Z female, {n 1984-85, 37.9% were female, in
85-86, 361 were female.

It s impossidle to calculate exactly how manv alllions of dollars girls
lost in this uneven wplit because Merit Scholarahipa are awarded {n three
catagorica. National Merit Cormoration awerds 1,800 of {t's own $2,000
scholarshipa annually. In addition, 1t administers the awarding of
scholarshipa for 425 corporations and 2,800 collegea and universities {n
amounts ranging from $250 to $8.000 per year.

The National Merit Corporation also sdminiaters the awarding of 1,179
"Special” corporate scholarshipa worth $7,6 million. These scholarships are
awarded to studenta with scores below the finalist level who are {nterested
in a career the grsntor wants to encourage, or who live in a communily where
the company has offices. (ace Appendix Il for list of corporate and business
sponadrs of special merit scholarahips {n 1986)

New York State’s Merit ucholarshipa, worth over $40 =million annuallv,
are avarded to students W ) have the highest ACT or SAT scores in each of New
York's counties. In 1986-87, 672 of the 1,000 Expire State Scholarships of
Excellence awarded were to boys, while only 270 went to girls. The gender of




58 winners could not be determined by nanme.

Males also von more of New York State’s 25,000 Regents College
Scholarships, which are exclusively deterained by SAT or ACT scorea, and
worth up to $1,250 each. Of the 109,266 students who coapeted for the
scholarships, 472 were male and 537 vere female., However, 57 of the 25,277
winners were aale and 43X were female,

Once FaitTest and NYPIRC made this discrepancy publiic, the New York
State Board of Regents moved swiftly, Acknowledging that women's lower SAT
scores kept them from receiving their fair share of merit scholarships, the
Regents voted unanimouly to ask the legislature for funds to develop a new,
unbiascd teats.

Other states use a combination of grades and test scores for their oerit
programs with more equitable reaults, New Jersey requires students to have
SAT scorea of 1200 0r more and also rank in the top i0% of their high school
class to qualify for Garden State Distinquished Scholarships, Up to 34,000
{s avaided annually to 800 students {(at least 2 from each school) for a totsl
of $3,200,000 to =ncourage them to attend colleges in New Jersey. Last
year’s Garden State Diatinguished Scholars were 50X female and 501 were male.

A computer print-out from a typical northeastern high school guidance
-ffice 1ists 134 acholarships tied to test scores, These "merit™
scholarships are given by unfons, fraternal organizations, religious
denoainations, corporations (mainly sponsoring children of eaployees),
professional organizations, and the mtlitary. Most of these scholarships are
avarded to atudents with high test scores in combination with high grades, an
interest in pursuing & particular couse of study and/or financial need.
Engineering societies predominate, giving more career-based amerit
scholarships than any other group, {see Appendix Il for a partial listing of
private scholarships based on SAT and ACT scores)

In the escalating competition for top students, merit acholarahips are
being increasingly used for recruitment, according to a 1984 study, more than
852 of four-year private colleges and nearly 90X of public institutions of fer
no-need scholarships for academic excellence, and substantially more of these
are being of fered now than even five years ago. In private, four-year
colleges, 44X of this no-need woney s taken froa tuition and fee income,
raising important questious sbout the apiraling costs of college tuition.

Last year, one New Jersey atudent who received a $4,000 Garden State
Distinquished Scholarship, found his mailbox full of additional scholarship
offers, Thirteen New Jersey colleges offered him grants ranging froa $2,000
to $12,000. Drew University in Madison, N.J. also told hia that {t offers
$48,000 to students who score 1350 or better on the SAT and $32,000 to
students with 1300 SAT'a.

Two out-of-state colleges of fered this studen~ “honors™ acholarships
outright, ranging from $500 to $10,000. Sixteen oiher colleges and
universities told him he qualified for their merit scholarships, sowme of
4hich covered full tuition. In addition, eight univeraities - including the
Universities of Michigan, Indis~s, and Delaware ~ offered hia adatssion to
their Honors Programs in which 4 saall, telect group of academically-talented
students attend a smaller, select college within the university. They are
8iven enriched academic programs, honors grants, and live together in a
separate residence hall.
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The final result of lower test scores s a real dollar loss for fegales
in later life as they get less prestigious jobe, esrn less money, and have
fewer leadership opportunities. Of course, the life-long loss of
self-confidence can’t be seasured in financial terms.

¥hy The Gender Gap?

1t {s {mpossible to tell which questions sre bilased by examining the
tests. Only the test publishers know which questions females and ainorities
answer Incorrectly and they have not made this information easily available.
A bill {s currently moving through the New York State Legislature which would
require publishers to provide a gender and racial analysis of test questions
for an entire year.

In the meantise, there are some theories about the gender gap,
particularly on the SaAT,

ETS President Gregory Anrig says that a larger pool of test takers will
have lower scores. ETS also says that the larger pool of girls {ncludes more
girls from lower income familes who have lower test scores which {n turn
reduces the average fensle scores. However, the girls who took the SAT in
1985, according to the Coilege Board’s Profiles of College-Bound Seniors, had
higher grades than the boys who took 1t, despite their larger pool and lower
incomes.

Fred Marino, Assistant Director of Public Affairs for The College Board,
83ys "girls take less math and science in high school than boys,” to explain
the 50 point gap on the math section. However, the College Board’s Profiles
for 1985 shows that girls who take the test are almost as likely as boys
(50.52 vs. 57.6%) to have taken four years of aath.

He also says that girls take easier courses {n college. They are less
likely to be taking science and engineering where grades are lower because
the courses are hardei. But The Collage Board’s own validity studies show
that women who major {n engineering and math in college tend to receive
higher grades than their SAT scores had predicted. Massachusetts Institute
of Technology has been adaftting women with lower SAT Math scores and finds
they do just as well 28 men in freshmat mach classes,

ETS also says the tests reflect the bias against females in society.
They suggest that girls are ctreated differently i{n the classroos which oy
effect the way they perfors on standardized tests. Although the society {s
biased against females and the classroom reflects that, girls are sdle to
overcome this bandicap and earn batter grades, even though they receive less
classroon attention.

Most insidious of all are those who say girls® grades reflect good
classroos behsvior rather than high fntelligence. As we 11 know, grades
include such more than can be measured on a auleiple=choice test, such as the
ability to think coaplexly, solve problems, organize {nformation and express
oneself clearly. It is generally acknowleged that girls write better, and
the writing tests even bear this out,

1 have looked at SaT questions over the years and find them of fensive {n
thelr consistent male orfentation. 1 recently analyzed 24 reading
cozprehension passages that appeared on 4 SAT’S given In the 1984-85 year.
(There are six reading passages on each SAT.) I found references to 42 en
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and three women in the 24 passages. 34 of these men were faaous and their
work was cited, One wosen, Hargaret Mead, was famoua and her work was
cricicized,

David White, a lawyer from California, has done considerable research on
the graduate entrance exams published by BTS - the Law School Admtssions Test
(LSAT), the Graduate Record Examination (GRE) and The Graduate Management -
Adaissions Test (RIAT) - and found a number of questions that are
eaotionally=loaded and of fansive for women and blacke. For exasple, one
question on the LSAT concludes that “childrea (should) be rsised only by
their mothers, and...not be farsed out to day-care centera and full=-time
babysitters.” Certainly the mothers who are taking thia test are going to be
“faroing out their children.”

David White and I both feel this type of demeaning question slows dowm
test takers and may even shake their confideace for a while on a test that
requires the utmost in apeed and risk-taking. At the very least, they cast
doubt on ETS's Sensitivity Review,

ETS could change these tests to make thea fairer for girls but has
chosen not to do this, The widely-used Stanford-binet 1.Q. Test is written
with the assuaption that the sexes are equally intelligent. It is
periodically revised 2o make sure the 3exes score equally well.

1 would like to ask ETS why it has decided that boys are saarter than
girls? I would also like to know what the SAT is predicting, if it's not
«reshman grades? ETS receives $17,250,000 for this test every year that
doesn't do what {t'a supposed to for over half the people takird fct, 1! think
that {s consumer fraud.

1 also think unfair college adafssions tests may be the tip of the
iceberg. Recent research ‘ndicates that other tests are also biased against
girls, 1ike the standardized achievemeat teats used for high school tracking
and the Armed Services Vocatioal Aptitude Battery (ASVAB), the most
widely-used spritude test for career guidance in high achools.

1 would like Congress to request that the Department of Education
investigate tests that are having major impacts on students -~ to see if they
predict what they are supposed to. In order to do this fairly and
accurately, I think it is essential that the researchers who receive these
contracts are not connected with the test publishers,

The statistics, charts and some of the infoimation presented here were first

published in the National Center for Fair and Open Testing Report on Sex Bias

in College Adminsions Tests: Why Women Lose Qut by Phyllis Rosser with the
StaTT of National Center for Fair and Open Teating, April 1987.
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SAT Score Averages for College-Bound Seniors, 1972-86

2222222

19721973 197412751976 1977 1978 1979 1980 1981 19821983 1984 1985 1986

YEARS
DIMALE TOTAL  SIFEMALE TOTAL

Average SAT Scores

Females Males
Asian-Pacific Amencans 897 M6
Black 705 748
Mexican- Amencan 775 845
Nanve Amencans 790 855
Puerto Rican 744 820
Whte 912 969
Nanonal Average byl 938

~from 1985 Profifes, Cologe Bound Sersors.

Dy Leonard Ramist and Solomon Arbextsy, CEEB 1986
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1986 National Ment Scholarship Semi-Finalists

M ovs 61 0%
B ars 347%
M PDETERVIED GENDER 43%

National Merit Scholarship Winners
{over last three years by gender)

OMale

1
Tetal 5,858 Total 6021 Tota! 6026

1983-84 1984-85 1985-86
Sromaie




National Merit Sem{tfinalists for 1986-87

State by State Ereakdown by Gender

STATE. # GIRLS: T GIRLS: # BOYS: 2BOYS: # UNKNCWN. TOTAL:

Alabana 82 36.42 140 62.22 3 225

ERIC

Aruitoxt provided by Eic:




16

Natfonal Merit Seai-Finalists 1986 (continued)

State 4 GIRLS: X% GIRLS® # BOYS SBOYSE # UNKOWN TCTAL

Mississippl 44 29.5% 102 58.4% 3 143

TOTAL 5,352 346.7% 9470 61% 685(4.3%) 15507
O
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JUNE 1984 SAT

Manv souial anthiopologsts and other fi
ubsetvets vl hunan commumties have emphasized the
unilanties in the sex roles in vanous communities. One
very distunuished anthropologist, Margaret Mead, tn ber
book Mol and Female gves this wmmary descnption of
the sex roles  The honie shated by 2 man or men and
female partners nto which men bung the food and
women prepare 1t 15 the basi common pictuze the workd
wver  Bul this prcture «an be moditied, and the modifica
ttons provide preof that the pattern itself is not somethung
deeply brolugscal *

s suepnsing that Masgare: Mead, with her extensive
and intensive personal experience of diverse commumtics
throughout ths world, should venture upon such a dubu
ous genetalzation  She s night 1n descnbing the prepana-
tion ot food as 3 monopoly for women 1n nearly all
Commumties, but the syrmise that the provinon of food 1
3 man's presoy: 1 d Infact,an
distinction ¢an be made between two kunds 0. pattems of
subststence agnculture one 1n which food production i
taken care of by women, with Iittle help from men, and
one in whuch food 15 produced by the men with relatively
Intle help 'rom women  As a convensent termunology 1
propose to denote thes” two systems as the female and
male svstems of farming

33 Which of the following best explains what the
uthot means by “the sunianities tn the sex soles™
(lnes 23)7
(A) The equality of men's and women s traditsonal
tasks

{B) The likenesses in patterns of divisson of labor
between men and women

(€) The universal acce ptance of the need for co-
operation betweet. men and women withia
3 community

(D) The overlapping of tasks performed by men
nd women in vanous communitis

(E} The cor dence hetween a y's
atutude toward women and the yraditona!
tasks they perform

}

17

34

35

12

Reading Comprehension Passage on Margaret Meoad 1

The quthor 3 attitude toward the stazement by
Margaret Meaa 1s one of

(A} retuctant consent

{B) ntrrgued cunouty

(C) respectful disagreement

(D) apotogetx defensivencss

{E) mild endorsement

Whicn of the following best descnbes the relaton

between the two paragraphs in the passage?

{A) The second disputes aspects of the optnions
presented i the first

{B) The sccond explamns the logic behund the
Arguments summarnzed i the first

(C) The sccond provides specific examples of the
general statemrrits presented @ the first

(D) The second questions the socul importance of
the swues rased n the first

(E) The second analyzes the wmplcations for the
future of the theones desended i the first

€0 0N 70 THE MEXT PABE
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Appendix |

Nearly 300 four-year accredited colleges and

uaiversities have either absolute cut-~off scores or specify a

cut-off score as a leading componear of thelir adaissioas
program for all or one of thelr prograsas, or utilize test
scores in a qualifylog oumerical formula. The followicg is
the list of those colleges and universitles:

Institution

Abilene Christian University

Akron University

Alabama Stare Universicy

University of Alabama, Birasiaghas

Albany State College

Alcorn State Uaniversity

Allentown College of St. Francis de Sales
Alverania College

Alma College

Angelo State University

Arizona Stare University

University of Arizona

Arkansas College

Arkansas State Universicy

University of Arkansas, Fayetteville
Armstrong State College

Aubura University

Augusta College

Austin Peace State University

Avila College

Ball State University

Beluont College

Bemidgl State University

Benedictine College

Bethany College

Bethel College

Blackh Hills State College

Bluefield State College

Bluffron College

Butler Uaiversity

California Baptisr College

California Polytechaic State University
California State College, Bakersfield
California State College, San Bernadino
California State Polytechnic

California State Uaniversity, Cinco
california State University, Carson
California State Uaiversity, Fresno
California State University, Fullerton
California State Universitry, Haywood
California State University, Long Beach
Ccalifornia State University, Llos Acgeles
Califoraia State University, Northridge
California State University, Sacramento
Califorania State University, Turlock

california University of Berkelev
California University of Davis
California University of Irvine
California University of Los Angeles

California University of Riverside
califocrnia University of Santra Bardara
California University of Santa Cruz

fot
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Cazeron University
Cac-leton Stat= College

Centenary College of Laulisiana

Central College

Central Missouri Sgate

Central Florida University

Central State University

Chicago State Uuiversity

CUNY, Bernatrd M Barach College

CUNY, Brooklyn

CUXY, Cilty College

CUNY, College of Staten Islaand

CUNY, Hunter College

CUNY, Queens

Colorado UYniversity of Colorado Springs
Colorado University of Deaver

Colunbia Union College

Concord Collefe

Concordia College

Dakota Yesleyaan Uoiversity

Dana College

Devry Institute of Technology, City of Induscry
Devry Institute of Techoology, Irving, Texas
Devry Institute of Techoology, Decatur, Georgla
Devry Iostitute of Techoolegy, Chicago
Devry Iastitute of Techoology, Loabard, Illinols
Devry Institute of Techoology, Columbus, Ohio
Dickenson State College

East Central Uoiversity

Eastern Illinois Uoiversity

East Teonessee State Uoiversity

East Texas State Uoiversicy

Eastera College

Eastern Reatucky University

Eastero Mennonite College

Eastern New Mexico Universicy

Eadry Riddle Aeronautical University
Evaosville University

Fairsoot State College

Fehcian College

Florida Atlantic Universicy

Florida Southern College

Florida State Uoiversicy

Florida University of Gainesville

Fort Wayne 3ible College

Georgla University of Athens

Georglan Coure College

Gleaville State College

Graceland College

Houston Baptist Uoiversity

University of Houston, Houston

Humbolt State Uoiversity

Illinols State University

Ind{ana State University, Terre Haute
Iadfana University, Bloomington

Indfana Nniversity, Kokomo

Iadiana University, Northwest,Gary
Iodiana University, Purdue Univ. at Indianapolis
Indfana University, South Bend

Iowa State Uoiversity,ames

Towa University of Iowa City




20

Jackson State University

Jacksonville State Universitv
Jacksonville University

John Brown University

Kent State Universizy

Kentucky State Unisversitv

Kentucky Wesevan College

La Roche College

Lamar University

Lander College

Lewis-Clark State College

Loras College

Louisiana College

Loyola University

Maine, University of, For: Kent

Maine, University of, Presque Isle
Mankato State University

Marsfield University of Pernsylvania
Mary Hardin-Baylor, University of Belton, Texas
Maryland, University of, College Park
Maryland, University of, Eastern Shore
Massachusetts, University of, Amherst
Mereyhurst College

McMurry College

Mesa College

Meaphis State Universicy

Metropolitan State College, Denver
diami Christian College

Middle Tennessee State University
Minot State College

Montana College of Mineral Science & Techrolegy
Mississippi College

Mississippt State University
Mississippl, University of
‘Mississippi, University for Women
Mississippi, Vailey State University
Missouri Southecn State College
Missourti, University of, Kansas Cizy
Missouri Western State College

Mobile College

Moorhead State University

Molloy College

Morehouse College

Morgan State University

Mcholls State University

Mt. St. Clare College

Mt. Vernon Nazarene College

Nebraska, University of, Lincclao
Nebraska, University of, Onmaha

New England, University of, Biddeford
New Mexico Institute of Miniry and Technology
New Mexico Srate University

Xew York Institute of Technology

New York University

Nichols College

North Alabaza, University ol

North Arizona University

North Carolina Agricultural and Technical
North Carolina, University of, Asheville
North Carolina, University of, Charlotte
North Central College

Northeast Missouri State Unlversity

ERIC

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

21

North Florida, University of, Jacksonville
North Texas State University, Denton
North Arizopa University

Northeastern Oklahoma University

Northern Colorado, Uaiversity of, Greenley
horthera Illinois University

Northerp Kentucky University

Northern State Ccllege

Northwestara Oklahoma

lorthwestern College

Ohio State University

Oklahoma State University

Oklahoana, University of, Norman

Oklahoma Baptist College

Ok lahoma Panhandle State University

01d Dommion Uriversity

Oregon State University

Oregon, University of, Eugene

Quincy College

Pikeville College

Portland State University

Portland, University of, Portland

Rio Grande College

St. Anbrose College

St. Francis Ccllege

St. Cloud University

St. Louis College of Pharmacy

€t. Leo College

St. Mary”s College of Maryland

St. Mary, College of Omaha, Nebraska

St. Mary“s University

St. Paul Bible College

San Francisco State University

San Jose State Un{versity

Savannah State College

Science and Arts of Oklahona, University of Chichaska
Shepsard College

Sioux Falls College

Sonona State University

South Dakota School of Mining and Technolrzy
Southeast Missouri State University
Southern Illinols at Carbondale

Southern Illinois University

Southwest State University

South Dakota State University

Southern Oklahoma University

Southern Colorado, Uaiversity of

South Nazarene, University of *

Southern Oregon State

South West Texas State University
Southwestern Oklahoma State University
South Alabana, University of, Mobile
South Carolina, University of, Alken
South Carolina, University of, Coaway
South Carolina, University of, Spartanbur,
South Florida, University of, Tampa
Southeastern Louisiana University

Southera Arkansas University

Southern College of Seventh Day Adventist
Southern Mississippi, University of Hattiesburg
Southern Louisiana, University of Lafayette
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Spalding Universicy

Spring Arbor College

Sue Ross University

Stockton State College

SUNY College of Environmental Sclence and Forestry
SUNY College of Geneseo

SUNY College of New Paltz

SUNY College of 0l1d Westbury
Talladega College

Tarleton State University

Tennesse State University

Teunnesse Techanological Universirey
Tennesse, University of, Chatrtianooga
Teanesse, University of, Rooxville
Tennesse, University of, Martin
Texas A and Z University

Texas A & M Universicy

Texas College

Texas Tech. University

Texas, University of, Arliagton
Texas, University of, Austin

Texas, Universicy of, El Paso

Texas, University of, San Antonlio
Thomas Moore College

Toledo, University of

Transylvania Universdicy

Trevecca Nazarene College

Trinity College

Tusculum College

Tushesee Universicy

Union VUniversity

Yailey City State College

United States Merchant Marip¢ Acadenmy
Valley City State College

Vivginia, University of, Wise, W. Virginia
Warrea Wilson College

Wayne State Universicy

Weber State College

West Liberty State College

West Virginia Institute of Technology
Western Connecticut State Universicy
Western Illinofs University

Westera Keantucky University

Western Michigan University

Western Viegon State College
Wheeling College

Winona State Universiey
Winston-Salem State University
Wisconsin, University of, LaCrosse
Wisconsin, University of, Kenosha, Parkside
Wisconsin, University of, Superior
Wiscoansin, University of, Whitewvater
York College of Pennsylvania

)
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Appendix 1l

List of Corporations who give Special Herit Scholarships,

[
aduinister d by the National Merit Scholarship Prograa-

Abex Foundation Inc.

Acushnet Foundation

Albany Iaternational

Alco Standard Foundation

Allied Van Lines Memorial Fund
Aocast Industrial Foundation
American District Telegraph Company
Aserican Express Foundation
Aserican Oprical Foundation

The American Tobacco Coampany
AmeriTrust Corporation

Ametek Foundation, Inec.

Asfac Iac.

Arthur Andersen & Co. Foundazion
Arastrong Rubber Company Fda., Inc.
Arastrong World Industries, Inc.
The Aro Corporation

AVery Iaternational

Bank of Azerica-Giannin! Foundation
BASF Corporation Cheamicals Divisfon
BASF Corporation-Fibers Division
BASF Corporation Iamont Division
Basic Anerican Foods company

Bell & Howvell Foundation

Bemis Cozpany Foundation

Lorea M, Berry Foundation

The Black & Decker Corporation

Blue Bell Foundation

The Bristol-Meyers Fund, Inc.
Brockway Glass Company Foundation
Brown & Williamson Tobacco Corporation
Browning-Ferris Industries, Inc.
Burady Corporation

Burroughs Wellcome Co.

Caraon Pirie Scott Foundation
Carter-Wallace, Inc.

Castle & Cooke, Inc.

Celanes: Corporation

Central Soya Foundation, Ing
Centronics Data Coaputer corp.
Charter Medical Corporation
Chesebrough=Pond“s Inc.

The Clorox Company Fouadation
Colliar & Afkman Corporation
Cosbined International Corporation
Combustion Engineer.ag, Inc.
Cozsuaications Sstellite Corporation
Consolidated Papers Foundation, Inc
Consolidation Csal Coampanv

The Contineatal Zorporation Foundation
Continental Grafa Foundation
Crozptoa & Knowles Foundation, Inc.
Cruz and Forster Foundat!on

Dart & Krafi Foundation
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Data General! Corporation
Del Monte Covporation
Dlazond Shasrock Corporitior
A. B. Dick Cezpany
Dilliaghaz Corporation
R. R. Donnelles & Sons Company
Dovw Jones Foundation
Dresser Foundation, Inc.
EDT Group of Pern Central Corporation
The E1 Paso Nazural Gas Coszpany
Equizark Corporation
Estee Lauder Inc.
Ex-Cell=0 Corporation
Fafnir Bearting Diviston of
The Torrington Company
The Filene Charitadle Foundation
Firestone Trust Fuand
First Fldelity Bancorporation
First Interstate Bank of Arlzcna, N.A.
Educational Foundation
Flschbach Corporacion
Fischer & Porter Co.
Flortda Steel Corporation Fdn . Inc.
Gannett Foundation, Inc.
General Foods Corporation
Gleason Memorial Fund, Iac.
W.W. Gratnger, Inc.
GrandMet USA, Inc.
Gre * American Insurance Coumpany
Great Northern Nekoosa fdn., In¢.
Gulf + Western Foundat »n
Harsco Corporation Fun
Helene Curtis Industries, Ine¢.
Henkel Corporation
HMI Holdings, Inc.
Hobart Corporation
Hof fmann-LaRoche Inc.
Hozmestake “ining Cospanv
Geo. A. Horzmel & Comparyv
Hospttal Corporation ot America
Illinols Tool Works Fouidation
Instlco Corporation
Interlake Foundation
Ivey Trust Fund
Johnson & Higgins
Johnson Worldwide Asso .ates, Inc
The Johnson’s Wax Fund, Inc.
Kasa . Corporation
The Kennametal Foundatfon
Kenosha Foundation
Kerr=-McGee Corporation
Kidde Consuzser Durabdles Corp.
Kidder, Peabody & Co., Incorporated
Knight-Ridder Newspapers, Inc.
Kraft, Inc.
Leeds & Northrup Foundation
Lennox Foundation
Libbv, McNetll & Litbv. Inc.
The Liberty Corporatior Foundation
Thomas J. Lipton Found. zion, Inc.
Lloyds Bank Californta
Loews Foundation

oo
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The LTV Foundation

Mattel Foundation

The McGraw-~Hill Foundation, Inc.
Estate of John E. McKeen

McKesson Foyndation, Inc.

McNeilad, Inc.

Mellon Bank N.A.

Edwin T. Meredith Foundation
Midland-Ross Foundation

Minnesota Mining and Manufacturing Co.
Mitchell Energy & Developaent Corp.
The Modine Foundation, Ignec.

Monsanto Fund

Morgan Guaranty Trust Company

G. C. Murphy Coapany Foundation
Murphy 01l Corporation

Nabisco Foundation

Nalco Cheaical Company

National Distillers Distributors Fdn.
National Medical Enterprises, Inc.
National Starch & Chemfcal Fdn., Inc.
Nestle Foods Corporation

New Jersey Manufacturers Insuraace Co.
Norfolk Southern Foundation

Ortho Pharmaceutical Corporation
Ovens-Corning Fiberglas Corporation
Frank E. and Seba B. Payne Foundation
Pechiney Corporation

The Penn Mutual Charftable Trust
PepsiCo Foundation, Inc.

Pet Incorporated

Petrolane Incorporated

Pfizer Inc.

Phelps Dodge Foundation

The Jesse Philips Foundation

PPG Industries Foundation

The Proctor & Gamble Fund
Prudential-Bache Foundation

Public Service Co. of New Hazpshire
Puritan-Bennett Corporation

The Quaker Qats Foundation

Quanex Foundation

Quasar/Matsushita Industrial Company
Rayiheon & Local 1505 IBEW

RB&W Corporatiou

The Richman Brothers Foundation, Inc.
The Riegel Teatile Corporarion Fdo.
RJR Nabdisco, Inc.

RKO General, Inc.

St. Joe Minerals Corporation

Sandoz Corporation

Sara Lee Foundation

Scherlng-?lough Foundation, Inec.
Schlegel Corporation

Service Anerica Corporation

SFN Companies, Inc.

Shaklee Corporation

Shell Cosmpanties Foundation, Inc.
Siezens Capital Corporation

Siosonds Preciston Products, Inc.
Snap-cn Tools Corporation
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Robert §. Solinsky Scholarship Fda
Sony Corporation of Azerica Fdn. Inc.
The Standard 0{1 Company

The Stanley Works

State Fara Companies Foundation
Stewart-Warner Foundation
Stranatan Foundation

The Aaron & Lillie Straus Fdn. Iac.
Suburban Propane Gas Corporation
Sun Cozpanv, Inc.

Sunshine Biscuits Foundation
Talley Industries, Inc. Foundaltion
The Tappan Company

Technicon Corperation

Telex Computer Products, Inc.

The Times Mirror Cospany

Timex Corporation

Henry R. Towne Trust

Transaserica Corporation

Transco Energy Cospany

iransway International Foundatioa
Triacgle Foundation

Union Bank

Uniroyal, Inc.

United Energy Resources, Inc.

The UPS Foundation

Warner-Laabert Cospany
Weyerhaeuser Company Foundation
The Willians Companies

Wilson Foods Corporation

Wilson Sporting Goods Co.

The Witco Foundation

Wn. Wrigley Jr. Cozpany

Zapata Corpora*tion
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NUMBER  TEST(S),  AMOUNT
NAME OF FUNDING ORGANIZATION AWARDED REQUIRED

AWARDED

Willias C. Doherty Scholarship Prograa 15 SAT
(letter carriers union)
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Mr. Epwarps. Thi.ak you very much, Ms. Rosser. We are going
to have the rest of the panel testify before we ask some questions.

I might congratulate Ms, Magazine for contributing to The Morn-
ing Edition on All Things Considered. Those of us who ride in auto-
mobiles appreciate what you're doing there.

Our next witness and member of the panel is Dr. Nancy Cole. Dr.
Cole is Dean of the College of Education, University of Illinois,
Champaign-Urbana, IL.

Before you begin, we welcome the gentlewoman from Colorado,
Mrs. Schroeder. Do you have a statement?

Mrs. ScHROEDER. No, Mr. Chairman. Thank you very much for
holding these hearings.

Mr. Epwarps. Thank you.

Dr. Cole.

STATEMENT OF NANCY S. COLE

Dr. CoLE. Thank you.

In my various professional roles I have been a test maker, a test
critic, and a student of and writer about the technical issues in-
volved in attempting to judge whether a test is biased or not
against some special group, often a group defined by race or
gender.

Unfortunately, I am not able to appear before you today with
simple answers and simple solutions to the very complex questions
of standardized test use and race and gender differences. In fact,
although my background is technical, and my work has been tech-
nical, it has led me to view the issue of standardized test use and
race and gender differences as an issue that reaches far beyond the
technical. In fact, the issues involved are broad social issues and at
the very heart of these issues are the questions of how we view per-
formance and opportunity differences of various sorts in this socie-
ty.
When people became especially concerned with race and gender
implications of standardized testing in the late 1960s, on the heels
of broad civil rights concerns, the expectation of many was that we
would find large artifactual effects in tests that produced the group
differences that were being observed. That is, it was hoped that the
group differences being observed were the fault of the tests. There
were then, and there are now, bad tests, and there are bad uses of
tests. But the stronger finding of a decade of study of tests and the
possible bias in them has been that the differences are likely no
greater in many tests than the differences all around us—in the
way children are raised in their homes, in the schools they attend,
and in the activities in which they engage.

There are great differences in experiences and opportunity in
this country by race, socioeconomic status, and gender. Not surpris-
ingly, these differences result in differences in performance, goals,
and a arations, also by race, socio-economic status, and gender.
The bigger issue by far than the tests themselves is how, as a socie-
ty, we respond to changing the experience and opportunity differ-
ences—whether we accept and resign ourselves to performance dif-
ferences, or act affirmatively to try to create experiences and op-
portunities to overcome those differences.
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Let me illustrate the complexities of the issue. Standardized tests
generally show better performance by girls on school-related sub-
Jects in the elementary and middle school years. Standardized
achievement tests of the school do not start with the assumption
that the sexes should be performing equally at all grades through
school, but set their questions based more on the curriculum in the
schools and what the schools are trying to teach the children. At
the early grades, the girls outperform the boys on essentially every
subject.

By high school, the gap narrows and reversals in some subjects
occur. There has been much discussion of the result that young
women in high school as a group score more poorly on mathemat-
ics tests than do young men.

This result has raised a number of questions: are the tests biased
against the young women at this stage? Are the schools biased
against the young women at this stage? Are the parents biased, or
are the genes biased? These questions are stated in terms of bias
because many people address them that way. However, there are
really far more illuminating ways to ask these questions. Some of
the examples I would like to raise are the following:

Are the tests asking questions to which young men and young
women have been equally exposed? We often find they are not.
Should they be limited to such questions? If young men are taking
advanced mathematics more frequently than young women in high
school, should the high school achievement tests be limited to the
types of questions and courses that the two groups are being equal-
ly exposed to? Are the questions the test asks important ones on
which we care about performance?

If there are group differences, one of our very first questions to
ask ourselves is, are the tests measuring something we care about?
Because if they’re not, then we don’t care that there are group dif-
ferences. But if the tests are measuring something that looks very
important to us, then we had better worry about the implication of
those differences.

Are the schools providing equal encouragement to young women
and men to take mathematics courses? There are lots of indications
that they probably are not. Do the teachers and the counselors be-
lieve in the importance of mathematics for both sexes and act on
those beliefs? If there are differences in the tendencies of the sexes
toward mathematics, what is being done to either reinforce those
differences in the schools or to counter those differences? What
should be done?

Are parents providing equal encouragement to their children of
both sexes? Almost certainly not. If not, what should be done to
overcome those differences?

re young women less able to learn mathematics than young
men, even after all the subtle differences of encouragement and op-
portunity are eliminated? Even if that were the case, should we try
to counter that by looking for ways to help young women catch up,
or resign ourselves to the differen ces?

To limit our questions to the tests and their characteristics is far
too narrow a view of the issue. There are a range of questions we
should ask about situations in which such differences appear. Only
the first of these is: should the test be changed? Within this ques-
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tion of changing the test, we must address issues of whether the
performance the test is assessing is important and relevant to the
use being made of those test scores. This is the usual test validity
question. In addition, we must address whether the nature of the
test favors one group over another in ways that are irrelevant to
the intended purpose, or whether those differences are relevant to
the intended purpose. In other words, are the performance differ-
ences real ones that matter? These are the test bias questions.

Even if we judge that it is not the test that should be changed,
we must ask: should the use of the test be changed? Here the con-
cern is whether the use to which the test is being put does more
harm than good—with the social impact of the test use. Part of this
concern involves whether or not there are alternatives to this test
that could accomplish the goal with less negctive social impact.
Sometimes there may be. However, there are instances in which
the alternatives to the tests could potentially be more harmful
than the tests, so one should not assume eliminating the test in
favor of nontest alternatives is automatically an improvement. It
might be optimistic to assume that judgments without tests for col-
lege admissions, for example, would automatically right the bal-
ance between males and females in a better way than the stand-
ardized tests do.

Part of the issue concerns whether the goal of the test use is
itself socially desirable. It requires a careful weighing of social pros
and cons to reach a reasonable conclusion about the total social
impact of the test use in college admissions, in testing teachers,
and in testing students in schools. There is a range of types of
social impacts that these can have, and in my view it is not a
simple question to balance the pros and cons. Finally, part of the
issue is whether test users are putting too much stock in test scores
or giving meaning to them which is not justified.

Whether or not we judge that the use of the test should be
changed, we have the additional question: should the experiences
leading to the test performance be changed? If the differences are
important, relevant, and real, what are we as a society going to do
about them for the individuals directly involved or the generations
that will follow them. Concern with the tests has too often allowed
us to avoid concern with this more fundamental issue. If young
women are performing more poorly in mathematics at high school
and college age, what should we do about it? The real need for
strong, affirmative, positive action to create change is at the level
of the experiences leading to test performance differences. For ex-
ample, what should we do affirmatively in schools to encourage the
women students to study mathematics, to help them overcome
mathematics anxiety, to produce real opportunity for mathemtics
learning that overcomes the variety of negative experiences with
mathematics that young women have?

To point to the areas I view as even more important than the
tests is not to recommend to you that the tests should be “let off
the hook.” We have much to learn in judging whether the perform-
ances the tests are measuring are, in fact, important and relevant
to the uses made of them. We have not eliminated all possibility of
irrelevant difficulty for some groups in the nature of the questions
and the ways the tests are given. The issues of validity and bias are
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not resolved and we should continue to press the test producers
toward high standards and requirements of thorough evidence to
address these validity and bias issues. However, if our attention is
focused only here, we may miss the even more important consider-
ations of whether a particuiar type of use of even a good test is so-
cially desirable and how we must change the different experiences
of persons of different race, socioeconomic status, and gender if the
goal of equal performance is to be a reasonable one.

Thank you.

[The statement of Nancy S. Cole follows:)
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In my various professional roles I have been a test maker, a test
critic, and a student of and writer about the technical issues involved in
attempting to judge whether a test is biased or not against some special
group, often a group defined by race or gender. Hcwever, my expertise has
not prepared me to provide neat and simple suggestions about race and
gender differences on standardized tests. My learning in this area has
made me very humble as it has revealed an issue of tremendous complexity
and subtlety, not conducive to easy solutions that I can find. The
complexities are sufficient even within the realm of technical consider-
ations of bias and group differences. However, the issues are not and
cannot be viewed as simply technical; in fact, the i1ssues are broad social
issues. At the very heart of these issues are the questions of how we
view performance and opportunity differences of various sorts in this
society.

When people became especially concerned with race and gender
implications of standardized testing in late 1960’s on the heels of broad
civil rights concerns, the expectation of many was that we would find
large artifactual effects in tests that produced the group differences
observed. That is, it was hoped that the group differences being observed
were the "fault™ of the tests. There were then and are now bad tests, but
the stronger finding of a decade of study of the tests and possible bias
in them has been that the differences are 1ikely no greater in many tests
than they are all around us--in the way children are raised in their
homes, in the schools they attend, and in the activities in which they
engage.

There are great differences in experiences and opportunity in this
country by race, socioeconomic status, and gender. Not surprisingly,
these differences result in differences in performance, goals, and
aspiraticns also by race, socioecomomic status, and gender. The bigoer
issue by far than the tests themselves is how as a society we respond to
changing the experience and opportunity differences--whether we accept and
resign ourselves to performance differences or act affirmatively to try to
create experiences and opportunities to overcome the differences.

Let me illustrate the compleaities of the issue. Standardized tests
generally show better performance by girls on many school-related subjects
in the elementary and middle school years. By high school, the gap
narrows and reversals in some subjects occur. There has been much
discussion of the result that young women in high school as a group score
more poorly on mathematics tests than do young men. This result has
raised a number of questions:
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-- Are the tests biased?
-- Are the schools biased?
-- Are parents biased?

-- Are the genes biased?

These questions are stated in terms of bias because many people address
them that way. However, there are other far more 11luminating ways to ask
the questions. Some examples are-

-~ Are the tests ask'ng questions to which the young men and women
have been equally exposed? Should they be l'mited to such
questions?  Are the questions the test asks important ones on
which we care about performance?

-~ Are the schoois providing equal encouragement to young women and
men to take mathematics courses? Do the teachers and counselors
believe in the wwportance of mathematics for both sexes and act on
those beliefs? If there are differences 1n the tendencies of the
sexes ‘*oward mathematics, what 1s being done to reinforce those
tendencies or counter them? What should be dcne?

-- Are parents providing equal encouragement to their children of
both sexes? If not, what should be done to overcome ttre
differences?

-- Are young women less able to learn mathematics than young men even
after all the subtle differences of encouragement and cpportunity
are elimnated? If so, should we try to counter that by looking
for ways to help them catch up or resign ourselves to the
differences?

To limit our questions to the tests and their characteristics 1s fap
too narrow a view of the i1ssue. There are a range of questions we should
ask about situations in which such differences appear. Only the first of
these is, Should the test be changed?  Within this question we must
address 1ssues of whether the performance the test is assessing is impor-
tant and relevant to the use being made of those test scores. This is the
usual test validity question. [n addition we must address whether the
nature of the test favors one group over another in ways that are
irrelevant to the intended purpose. In other words, are the performance
differences real ones that matter? These are the test bias questions.

Even 1f we judge that 1t 1s not the test that should be changed, we
must ask, Should the use of the test be changed? Here the concern is
whether the use to which the test is being put does more harm than
good--with the social 1mpact of the test use. Part of this concern
involves whether or not there are alternatives to this test that could
accomplish the goal with less negative social wmpact. There are instances
in which the alternatives to the tests could potentially be more harmful
than the tests so one should not assume elimnating the test i1n favor of
nontest alternatives is automatically an improvement. Part of the issue
concerns whether the goal of the test use 1s 1tself socially desirable.
It requires a careful weighing of social pros and cons to reach a
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reasonable conclusion about the total social impact of test use in college
admissions, for example. Finally, part of the 1ssue is wheiher test users
are putting too much stock n test scores or giving meaning to them which
15 not justified,

Whether or not we judge that the use of the test should be changed,
we have the question, Should the experiences leading to the test
performance be changed? Tf the differences are important, relevant, and
real, what are we as a society going to do about them for the individuals
directly involved or the generations that will follow them. The concern
with the tests has too often allowed us to avoid concern with this more
fundamental f{ssue. If young women are performing more poorly in
mathematics at high school and college age, what should we do about it?
The real need for strong, affirmative, positive action to create change is
at the level of the experiences leading to test performance drfferences,
For example, what should we do affirmatively in schools to encourage the
women students to study mathematics, to help them overcome mathematics
anxiety, to produce real opportunity for mathematics learning that
overcomes the variety of negative experiences young women have?

To point to the areas I view as even more important than the tests is
not to recommend that the tests should be "let off the hook." We have
much to learn in judging whether the performances the tests are measuring
are important and relevant to the use. We have not eliminated all
possibility of irrelevant difficulty for some groups in the nature of the
questions and the ways the tests are given. The issues of validity and
bias are not resolved and we should continue to press the test producers
toward high standards and requirements of thorough evidence to address
these validity and bias issues, However, if our attention is focused only
here, we may miss the even more important considerations of whether a
particular type of use of even a good test is socfally desirable and how
we must change the ditferent experiences of persons of different race,
socioeconomic status, and gender if the goal of equal performance is to be
a reasonable one,
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B1o on Nancy S. Cole

Nancy S. Cole 1s Professor of Educational Psychology and Dean of the
College of Education at the University of Il1inois at Urbana-Champaign,
Dr. Coie received her B.A. from Rice Universaty and her M.A. and Ph.D. 1in
psychology from the University of North Carolina, Chapel Hill, She
started her career in 1968 as a research psychologist at the American
College Testing Program in Jowa City, Jowa where she later served as
Director of Test Development and Assistant Vice President tor €ducational
and Social Research. In 1975, Dr. Cole joined the faculty at the
University of Pittsburgh where she was Professor of Educational Research
Methodology and later Associate Dean of the School of Education, She
assumed her present position in 1985,

The focal points of Cole's research and publications have been the
measurement of vocational interests of young men and women, issues of bias
in testing, and other generai problems and issues of standardized
achievement testing. She 1s author of a forthcoming chapter, "Bias 1in
Test Use,” in the third edityon of Educationel Measurement, edited by R,
L. Linn.

Dr. Cole was president of the National Council of Measurement 1n
Education n 1933 after previously serving on 1ts board of directors. She
has been Vice President for Division D of the American fducational
Research Association (AERA)}, and Member-at-Large on the AERA Council.
This spring she was named President-Elect of AERA and will assume the
presidency of that organization in the spring of 1988.
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Mr. Epwarps. Thank you very much, Dr. Cole. Qur next witness
is Dr. Diana Pullin, associate dean, college of education, at Michi-
gan State University, we welcome you, Dr. Pullin.

STATEMENT OF DIANA PULLIN

Dr. PuLLiN. Thank you, Congressman Edwards.

Let me begin by indicating that I come before you both as some-
one who is an academician who has done research on the public
policy implications of the use of standardized testing, and also as
someone who has served as plaintiffs attorney in a number of civil
rights class action lawsuits across the country, challenging the use
of standardized tests to make critical determinations about individ-
uals. Let me also say that I share Dr. Cole’s concern that some of
the issues with which we need to be dealing with are issues con-
cerning the nature of the test instruments themselves and the pow-
erful influence those test instruments have. But, in addition, I
think many of the questions we must address also concern the
extent to which individuals taking the tests have had full and fair
and equal educational opportunities to prepare them to compete
successfully in the battlefields upon which these tests are being
used.

I would also like to focus not only on the question of testing in
higher education and high schools, but also on the very widespread
use of testing that extends from kindergarten through grades 12
and into higher education.

As of the last time I took a count, which was late in 1984, 19
States had initiated tests to determine whether or not to award
regular high school diplomas to students. Eighteen States were
then, and I believe approximately 34 States are now, relying upon
standardized competency tests to make determinations about ini-
tial teacher certification, entry into or exit from teacher education
programs, and to determine whether veteran experienced success-
ful teachers can retain their teaching certificates and their employ-
ment in the Nation’s classrooms.

In addition, several Southern States and a number of local school
districts across the country are using what might be termed “ready
or not” testing to determine the eligibility of young children for
entry into either kindergarten or the first grade. Promotional gates
testing is being used in at least five States and numerous local
school districts to determine whether students can be promoted
from grade to grade. Achievement testing is used in almost every
school district to make tracking or ability grouping determinaticns
for class placement for students.

The SAT and ACT are being determined to use entry into higher
education, and with increasing frequency in our latest mode of so-
called educational reform, tests are often being used as the sole cri-
terion for determining eotry into the growing number of programs
for gifted and talented students in this country.

Finally, State and Federal laws designed to reform the delivery
of special education services in pariicular the Education for the
Handicapped Act, which is designed to serve students with handi-
capped conditions has resulted in the increased use of tests to malke
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diagnostic and placement decisions about students who are consid-
ered potential candidates for special education services.

All of these testing mandates are layered on top of, and have
been layed on top in the past decade, of the very large amount of
standardized testing that was already going on in our schools for
the purposes of measuring State or local progress in educational
achievement, for gathering nationwide data on education pro-
grams—through the National Assessment of Educational
Progress—and for conducting various independent educational re-
search, assessment, and program evaluation efforts. And, all of
these standardized testing activities are applied on top of the very
considerable amount of classroom testing done with teacher-made
tests and with the many ready-made tests that come from book
publishers in conjunction with many textbook series, particularly
reading text series.

While I regard most classroom testing as relatively benign, the
recent increase in standardized tests for the purpose of monitoring
student and teacher accountability and for making critically impor-
tant decisions about individual students and teachers is provoking
growing controversy. This controversy has focused in particular
upon the impact of the new testing requirements and the uses of
standardized tests for minority students,

As has been known for many years, the performance of minority
students on many, if not most, of these measures is often dramati-
cally lower than that of their white counterparts. There is a con-
cern growing among many of us that the new tesiing program may
serve not simply as educational measurement devices but may, in
addition, play a major role in redefining the nature and content of
education itself and influencing the educational opportunities to
which students are exposed.

While there is a good deal of information concerning these vari-
ous issues, let me simply bring to your attention and highlight
fome information about various uses of standardized tests across
the country.

For example, if we begin with the area of special education pro-
grams, for the most part both the legal and educational systems op-
erate on the presumption that programs for students with handi-
capping conditions are made available to those who meet particu-
lar physical or medical criteria and who are therefore eligibile for
special educational services. However, it is now quite clear that
most of the determinations hinge heavily, if not exclusively, upon
the use of standardized test instruments, This is at least in some
part the explanation for the following kinds of demographic phe-
nomena that are occurring.

In California, for example, in 1979, in a situation challenged in a
class action lawsuit, Larry P. versus Riles, black children repre-
sented only about 10 percent of the total student population in the
State of California. On the other hand, they accounted for approxi-
mately 25 percent of the enrollment in classes for students labeled
as educable mentally retarded, a situation the Federal courts even-
tually found to violate Federal statutory principles.

If one were to look across the country, a recent analysis of data
compiled by the Office for Civil Rights in the U.S. Department of
Education indicates the following overall data concerning place-
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ments and average rates of placement into classes for the educable
mentally retardea:

The overall rate of placement for students into those classes is
about ..50. The placement of white students is at a rate of approxi-
mately 0.87. The placement rate for Hispanics is 1.31, and the
placement rate for blacks is 2.44. A similar analysis on a district-
by-district basis indicates that in many large city districts, and in
manty southern districts, those rates are much higher in terms of
the disproportions for black and Hispanic students.

On the other side of the coin, however, to look at progr~ "~
the so-called gifted and talented students, the overall pl- net ¢
rate is about 4.70. However, the white p'~ ement rate is K
glgr‘!: placement rate is 2.61, and the H-spanic placement 1awe is

51,

If one were to look with particular focus upon Georgia, a State in
which it is my understanding standardized that test scores are the
sole determinant uf placement into classes for the gifted and talent-
ed, one finds, for example, that in the City of Atlanta’s public
schools, whites outrepresent blacks in gifted and talented place-
ments by a rate of approximately 7 to 1. In Charlotte-Mecklenburg,
NC, whites outrepresent blacks at a rate of approximately 11 to 1.
On both sides of the coin, either at the special education end of the
provision of services, or at the gifted and talented end of the provi-
sion of services, one finds dramatic overrepresentations of whites
among the gifted and talented population and undcrrepresentation
of blacks in that same population, with the reverse being the situa-
tié)n in special education classes for the educable mentally retard-
ed.

The issues plays itself out again when one looks at the current
wave of efforts to use teacher competency tests to determine con-
tinuation of certification or initial certification for individuals seek-
ing to prepare for the important profession of teaching. The legal
rule used under Title VII of the Civil Rights Act, of course, is that
one cannot use that statute in the Federal court system to address
race differences in testing unless there is a statistically significant
difference between black and white rates of performance on the
test.

A frequent rule used to determine disproportion is that one
should look for a two-standard deviation difference in such per-
formance. Some data I dealt with just last week indicated that in
the teacher competency test being used by the State of Georgia to
determine initial certification and continuing certification, there is
a 119.7 standard deviation rate difference for blacks taking the ex-
amination.

There are, in short, a number of considerably troublesome ques-
tions that can be presented when one deals with this issue, and I
do not envy the subcommittee having to grapple with the complex-
ity of the issues presented here. I think, in making your determina-
tion about how to proceed in your deliberations, I would ask only
that you consider very carefully not only the question of looking at
the tests themselves and the extent to which we c.n encourage
very rigorous standards for validity and reliability of the tests, the
extent to which we can attempt to minimize the use of tests as the
sole criterion for making decisions, and for engaging in decision
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making about significant issues in the lives of the student or teach-
er, but also to ask you to carefully consider the civil rights and
educational implications of the use of these tests.

Tests are becoming more and more pervasive in the kindergarten
through grade 12 culture of our schools. They are coming to be
very influential in the nature of the relations between teachers
and students, and they will have a growing, rather than a decreas-
ing, level of importance in the Nation’s schools and in attempts to
ensure the enforcement of the civil rights of women and minorities
who must work in those schools.

Thank you.

[The statement of Diana Pullin, with attachments, follow:)
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EDUCATIONAL TESTING: IMPACT ON CHILLDREN AT RISK

by Diana Pullan

Increased Use of Standardized Tests

A series of recent reports have accused the nation's
public schools of promoting mediocrity and generated an
increased 1nterest in the use of tests to measure educational
progress. Concern about the qualaty of public education
crovoked an increase in test use beginning 1n the mid-1970's.
Since 1975, the use of tests to make critical educational
decisiors about students and to implement various publiac policy
qoals has increased dramatically. As of the late summer of
1984, nineteen states have initiated te¢ S to determine the
award =f reqular high school diplomas. Eighteen states are
relying on competency tests to make Geterminations about
teacher certification or entry into or exit from teacher
training programs. Several southern states and a number of
local school districts are usaing "ready or not" testang to
ceterrine the eligibality of young chialdren for entiy anto
rindergarten or the first grade. Promotional gates testing 1s
bszing used in at least ive states and numercus local school
éistricts to determine grade-to-grade promotion. Achievement
testing 1s used in almost every school distriact to make

tracking or ability grouping determinations for class
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placement. Finally, state and federal laws aesi1aneé to reform
the delivery of special education services to studerts witer
handicapping conditions have increased the use of tests to makKe
diagnostic and placement decisions about students {Pipho &
Hadley, 1984).

Tnese new testing mandates of the past decade add to the
large amount of standardized testang already going on in our
schools for the purposes of measuring state or local progress
in educational achievement, gathering nationwide cdata on
educational progress (through NAEP, the National Assessment of
Educational Progress), determining access to higher education
(through the SAT or ACT), and conducting various independent
educational research, assessment, and program evaluation
efforts. All of these standardized testing activities are
appiied on top of the very considerable amount of classroom
testing done with teacher-made tests and the many ready-made
tests that come from book publishers in conjunction with many
textbook seraies.

Classroom teachers have long relied upon the use of tests
to make assessments of individual and group progress and to
gather information about the extent of indivadual or group
educational deficiencaies. Little publac controversy has
resulted from classroom testing for several reasons. Since
teachers have available to them a wide variety of information
about their students an addition to classroom tests, much of 1t
based upon direct personal observation, the concerns about test

vse are minimized due to the presumption that teachers act not
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on the basis of test scores alone but instead use a wide array
of information available to them about each student. I
addition, most feel that the decisions of an indiavadual teacher
about a student do not have significant implications for the
life chances of that student given the many other educators

with whom the student will come i1nto contact over the years.

Testing as a Barrier to Educational Opportunity

While classroom testing may be regarded as relatavely
benign, the recent increase in the use of standardized tests
for the purpose of monitoring student and teacher accountabialaty
has provoked considerable controversy. This controversy has
focused upon the impact of the new testing reguirements on
minority students, whose performance 1s often dramatically
lower than that of their white counterparts, and a concern that
the new testing programs may serve not simply as educational
measurement devices but may, in addition, play a major role in

redefining the nature and content of education 1itself {(Madaus,

1980, 1985).

Educators have long known that low income, minority, and
limited-Englash-proficient youth consistently derionstrate lower
levels of prcficiency on most standardized tests. Tnese lower
scores are 1n large part the result of the limited educational
cpportunities traditionally afforded the nation's low 1ncome,
minority, and 'aimited-English-proficient students. In many

situations in the past, low performance on a standardized test,
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particularly an achievement test, would not work to
dxsadvantage 2@ student and could often be used to direct the
student to more beneficial educational opportunities
particularly targeted to the student's needs (Madaus, et al.,
1980).

However, our educational history also includes
substantial evidence that the otherwise relatively benign use
of achievement test data to guide educational programming or
planning for either i1ndividual students or groups of students
can be frought with Very negative unintended consequences
(Cakes, 1985). For example, achievement test scores used to
determine class placement have frequently resulted in the
.racxal 1solation of mlnority students in particular groups or
tracks within school buildings. o©Often, these so~called ability
grouping mechanisms have been adopted by schools undergoing the
early years of school desegregation; here, test use has often
be2n halted by courts on grounds that the tests were being used
as a mechanism for Circumventing integration (Committee on
Abilaty Testing, 1980). While the notion of targeting
instruction to students' pParticular educational npeeds is the
practice advocated by almost all educators and the concept of
tracking or abilaity grouping homogeneous students to foster
such an approach sounds appealing, tracking and grouping
pPractices have not succeeded in Promoting this goa'. Much
available evidence indicates that, rather than helping to

foster educational attainment so that students acquire more
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sk1lls and knowledge and, therefore, move up and out of lower
tracxs or groups and into hagher ones, the vast majoraity of
lower track or group placements become dead ends. Students
rarely move up onto higher level plecement, in part because the
dxrluted curraculum and instruction provided 1n the lower levels
leaves the students enrolled there further and further behind
their age peers, rather than enhancing their attainment So that
they might catch up. The result of test use to determine class
placement, therefore, often serves as a roadblock to access to

future educational opportunities (QOakes, 1985; Labaree, 1983).

Misclassification of Minority Students

Enrollments 1n certain types of special education
programs demonstrate a similar phenomenon. While enrollments
in pre  ums for students with handicappang conditions that are
1dentataed according to physical or medrcal crateria are
statistically representative of the racial proportions in the
population as a whole, enrollments in programs serving students
with educaticnally-defined conditions freguently contain
disprorortionate enrollments of minor:ity youth. <(lasses for
students identified as having a moderate lsvel of mental
retarcation are often populated with a disproportionate number
of minority and low income youth. 1In California an 1979, for
exarple, black children represented only about 10 percent of
the total student population, but accounted for 25 percent of

the enrollment in classes for students labeled as educable
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mentally retarded. Federal courts assessing the situation
Getermined that these disproportionate enrollments resulted
from over-reliance upon standardized intelligence tests to make
decisions about special educatiop placements (Committee on
Ability Testing, 1983).

Given these types of trends in test perfo-mance and the
use of test data, i1t 1s not surprising that new~ uses of tests
bave produced results which also include significant
d:screpancies between the performance of white middle class
students and the rest of the school population. while this
data provokes the same types of haunting ques’.ions about what
happens to minority and low income children :n our schools, 1t
also evidences a problem of even more seriots magnitude. The
New tests are being used to make decisions that are cratical ain
determining the life chances of the children who take the
tests. Indeed, in some lnstances, test scores are the only
evidence cons:dered in making significant decisions about
stucdents. When a written eéxamination 1s the sole basis for
determining the award of a regular high school diploma and when
substantial numbers of minority students fail that test, the
result 1s a bar to entry to the Job market, to military
servicCe, and to higher education for a significant proportion
of minority youth (Pullan, 1884). Further, the prospects of
the loss of a diploma even after twelve years of the requisite
attendance and attainment of passing grades has apparently been
daunting enough to provoke an incC:rease in the rate of school

dropouts (!‘adaus, 1985)
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While a detaxrled national recoré cof results on the use of
high school graduation tests 1s not yet available, the results
from several of the states presents a vavad picture of the
1mplications of the testing requirements for minoraty youth.

In Flor:ida, the first state using a test as the crateraon for
determining the award of a high school diploma, the i1nitial
scores ¢n the test indicated that black students failed the
test at a rate ten times greater than the failure rate for
whites; statistical analyses indicated that these
disproportions were more highly correlated with race than
student socioeconomic status, a factor often used by educators
to explain school performance. The first time the requirement
was actually i1mposed after court crders had placed a four year
moratorium on the use of the tests due to 1ts unlawful effects,
57 percent of the students wWho failed to meet the test
requirement were black in a student population that was only 20

percent black (Madaus, 1983).

Testang and the Handicapred

hnother population that may be particularly disadvantaged
ty the itse of tests as high school graduation reguirements are
stuacents with handicapping conditions. Many tires an the past,
students with hanc.capping conditions were anple to attain high
school d:plores, enter into the world cf wcrh, and attain a
degree of economic self-sufficiency. This sare Category of

students now 1S barred from diplomas, often because the nature
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[*H hand:cappxng conditions 1S such that success on a paper and
pencil test 1s impossible (Pullan, 1984). Particularly when
passage of a graduation test 1s supposed to represent go-called
"real world competency," the result may be cruel for many
students who fail the tests are able to function competently in
the real world. Evigence such as this raises real questions
about what 1t 15 that the tests are measuring and the accuracy
with which the measurements occur. The lay public, as well as
many educators, place the same faith in standardized, paper and
pencil tests that they pPlace in the thermometers with whaich
they read theair body temperature. A thermometer reading of
99.1 degrees may not necessarily mean that you have a fever;
thermometers are not perfectly accurate and the usual body
temperature of each of us varies such that the "normal"
temperature of 98.6 1s simply an approximation. Education
t2sts work in a way quite similar to thermometers. Our nation
has recently become quite enamored with the use of tests as a
means of measuring the success of the educational process.

Like thermometers, tests are not always accurate and some are
much less accurate than others. One large difference between
thermoreters and tests, however, 1s that most of us would agree
that xnowing your body temperature when you are not feeling
well may be a useful piece of information. The same cannot
necessarily be said for educational tests. Thinking that
scmething 1s wrong with our schools, or with particular

children 1in our schools, because of poor test performance
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reitner tells us with accuracy tnat sometining 1S wIOnRg, what 2§
wrong, or why something 1s wrong. Wnen Johnny can't read, has
pa:ents and tearaers ordinarily know he can't read and don't
need & test score tc confirm this fact. A more troublesome
fact, and one whach tests rarely help, 1s that too often we
don't help Johnny learn to read or to read better. Tests have
littl: to do with these problems, particularly the new wave of
tests now popular with policy makers; these tests provide no
ciagnostic information about why Johnny can't read and are

therefore of no help in correcting the situation.

Limitations of Testing

The 1mportance of understanding what 21t 1s that tests can
and cannot tell us 1s cratical. Not all tests are accurate
measures of the skills and knowledge they purport to measure
and even the more accurate tests are at best approximations.

In addation, the public 1s often led to make generalizations
about i1ndiaviduals that canrot be supported on the basis of test
information. Teacher competency tests provide a cood example of
the types of misconceptions that tests can generate. Whale
those working closely wath a testirg program may be well aware
of the content covered by the test and the permissable
inferences that can be drawn from test scores, the public use
of test information may be far broader and less defensaible.

Fcr example, the public raight quite understandably feel that a

teacher or a candidate for a teaching certificate who fails a

Ky
A&




E

teacher competency test 1s an 1ncomperent teacher, however,

despite what the names of these tests imply, none of the
so-called teacCher competency tests in any way measure the
on-the-job performance of teachers and none of the tests tell
us whether teachers can in fact teach and teach well. This may
explain why 1in one state two of the teachers who failed a
teacher Competency test had recently been named teacher of the
year in their respectave school distracts,

Although the new tests are of little help an 1mproving
the education of 1ndividuals, they may exert a powerful
1nfluence upon what happens 1n schools. Research on the
effects of student competency tests both here and 1in Europe
indicates that the content covered on the tests tends over time
to control the skills and knowledge covered in the curraculum.
Th2s result has led several commentators to charge that the
long-term eifect of the use of minimum competency tests wall be
the further dilution of the content of instruction such that
the minimums covered on the test become the mavimum limits for
instruction (Madaus & McDonough, 1979). This charge :s
particulerly disconcerting gaven the growing body of eviadence
that, while the proficiency of students in basic skills areas
has been increasing over a period of years (predating even the
introduction of most of the student competency tests), student
cemprtence in the higher order skills of Complex and cratical
thirking ang problem-solving has been declining (Madaus, 1981).

Given the power of externally impesed tests to influence the
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ccntent of ainstruction and the current focus of tne tests upon
minimum basic skills, the tests may exacerbate the growing

problem of declining achievement in higher order skills.

The Polatics of Testing

Two more general problems tnherent in the new testing
movement provide clear warning that the tests will probably not
promote the types of educational reform and accountabilaty test
proponents are seeking. First, 1t 1S well to remember that,
for the most part, the new testing mandates are the result of
political reforms, not educational reforms (Wise, 1978; Madaus,
1985). The new programs have most often been imposed by
legislators and state and local school board members. The
programs are not the result of efforts to apply state-of-the-art
insights from educational research into practice. Indeed,
research an this area suggests that the new programs may well
have more deleterious consequences, such as diluting curriculum
content, than the wide-ranging ben fi1ts test proponents have
predacted.

Second, we have only begun to understand the implications
and 1mpact of these programs. Test proponents tout dramatic

ncreases in test scores, particularly for minority students.
Howe 1, with insufficient data on what 1t :s that the tests
are measuring, we cannot know 1f students now, :in fact, know
more or 1f, instead, they have enhanced their ‘~st-taking

skills, reduced their test anxiety, or Le¢en given tests written
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at a less cifficult level. Furthe:, [ ocauze most zt.toes :ail
to maintain adequate or accurate c¢uta on student Gropouts, we
have no way of knowing 1f Pass rates have gone up on part
because the proporticn of dxscouraged stucents taking the test
has g~re down (Madaus, 1981).

Tests are appealing. They appear to afforg the public an
easy, even scientific way of measurirg the progress of our
educational system. However, while the public has come to
believe that improved test scores -épresent educat..nal
Progress, test scores are only surrogate mcasures of real
learning, the acquisition of important, useful sk1lls and
knowledge. To that extent, the new tests may appear to
demonstrate that our students possess “the right stuff" while,
1nstead, all that we have achieveu 1s an 1llusic cf
educataon., Progress, a portrait sketched at the expense of

many youngsters who are dxsadvantaged by these testing schemes.
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1984-85 Average ACT Composite Scores*

18.6 Overall
19 4 whate

15.9 Puerto Rican, Cuban, Other Hispanic
19 1 Asian American, Pacific Islanders
14 6 Mexican Anerican, Chicano

13 9 American Indian, Alaskan Native

12 5 Afro-American, Black

*from, ACT Issue Gram #6 (January 1986)

Impact of the ACT In Mississippids

ACT Scores for Three Historically Black Universities in Mississipp:
Mean of Entering Freshmen, 1985-86

Alcorn State 13 07
Jackson State 14 01
Hississippi Valley State 12 53

ACT Scores for Other Mississipp: Universities

Delta State 19 06
Mississippi State 21 19
Mississippi University

for Women 20 08
University of Mississipp 20 83
University of Southern

Mississippa 19 61

**from ACT Report to Board of Trustees of State Institutions of Higher
Learning in Mississippa
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A. Outcomes: Transitions

High school completion by race and
cthnicity

In examining the sutcomes of our \(hools, unce
important measure 1y whether sudents are able o
tomplete e cducationad process 1 they do not
finish high chool, then sas doubtful that they have
obtained sufficrent hnowledge, \kills, and abilities
many cibzens beheve necessdry 10 funchion produc
nvely 1 society

Thus. ane autcanx measure of cducation 1v the [§
et o which students complete hugh school with
classmates about the same age The data in the ac-
companying table reflect percentages of wtudents who
have \uccesstully completed 12th grade or the equiv
alent at ages ' 19, and ages 20-24

The public generally expecte 18 10 19 year olds w
have o high ool dipluma And, indced, most do

Table 1:8

Howuver 4y an be wen from the 1ablc, many sty
dents tahe g fonger peood of e o complete they
ogh schuol cducation for txample, the porcentage
of 20t 24.yeur-oidy having obtained o tugh sehoot
diplems ar gty equivalent abaut 10 pereentage
points greater than that for 15 10 19 year-olds

The data have been computed from tabulations from
the Burcay of the Cenwus Current Population Sunvep
Thuse data are collected from household interviews
and 1nclude 1nfo. manon on andividuals who hae
completed 12 or more years of schooling or whe
have obtained 4n alternative credential such EI]
General Educanonal Development (GED) certficne

High school completion by race and Hispanic origin, persons ages 18 to 19

and 20 to 24: 1974 to 1985

Age 181019 Ay 2000 1
Yeur Tos Wnte 8o Hapane! Totat whe Bixk Hispaae?
Percenage of age Group Percestage of age Grovp
1974 34 %2 58 @9 89 856 75 530
1975 n nn L78 ] Ao K] 859 0 613
1976 31 754 4 09 87 854 nsg 80
97 79 %7 9 %7 837 851 134 %6
1978 135 763 9 @9 a7 852 ns 87
1973 78 %3 96 4 837 82 849 ns 558
1980 37 751 93 [ e 851 M3 STt
1981 L& ng 596 a2 a7 850 %7 93
1982 2 s w2 17 (2R} [4X] %2 602
15 7 756 591 %3 LK) 846 %8 %6
1984 73 9% £0 87 Hg 87 93 @7
1985 ne %7 €27 1] 83 (130 0 673

"Mast of the year 10 yeo Gitferences 1 comp bon rates 1or Hispan cs are not sta;

STQY 93teant due 1o e sl sue of the M spaniC sampie

hOTE Asias are not eluged m the 2R2YSIS beCause they are nol igent fadie from te October Curcent Popuiation Survey ¢33 lages
SOURCES U'S Depanment of Commerce, Bureau of the Censas Cutrent Pooyton Reports Popuianon Cha,actensixs Senes p 2o Sthool Enrolureni—

Sowid' ang Economic Craractensis of Students October (vanous years) Current

PODu.AUON Surveys (urputl shed Lbula'onsy

7.
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CHARY L:BA - Hhgh school complction cates by race and Hispamc ongin,
persons age i8-19

Percent compieted

80 While
N\/—/
75 ST T
70
65 Black
60
55
H.spaniC
50
45
40
0 -t T T L JEe—¢ ™
1974 1976 1978 1930 1982 1984 1585
Yeae

CHART 1:8B .. High school completion rates by race and Hispanic origin,
persens age 20-24

Parcent complutod
90 white
85 0—.—4“,_—0—0———’-.‘4’:‘ Total
80 \/,_,_/ Black
7%
" ‘\'/./.—c
65 Hispamc
60
5%
50
0 ? T ¥ T ¥ L |
1972 1976 1978 1980 1982 1584 1985

Year
SOURCE Bureau ol Census Currert Populanon Reports Senes P 20

. Natonally, shightly less than three Quaners of all 18- and 19 year olds have completed high
school

+ The Propottion of 20 to 24 year olds who have cumpleted high school has held steady at about 84
percent since 1974

, The high school completion raic .unonlg blacks, for buth 18 10 19 and 20 to 24 ycar olds, has
increased 1n the last decade  The r+ s for both blacks and Hispanics stll 1ag far behind those of
whites

43

Q ()A.)/
ERIC

Aruitoxt provided by Eic:




O

59

O

Gedlene: Svadent Charseteristics

Participation rates for higher cducation
by race/ethuicity

Anricans hase prided theinselves on having one of
the most domocratie systems of education in the
world  the goat ol wyual access for all quahificd
wiuth has Jong boen hiekd o major obgonve of pur
cucationdl spsem A mcasure of e national pro
BRO toward that poal v partiaipation rates in hugher
educaiion ol sanous populations This indicator looks
dt participanion rates of whites, blacky, und Hizpanic
aged 18 24 wince 1970

Bluck prrucipaion rates mproved dronitically trom
1973 0 1976 Hhispamics alvo increasd thoir par

Table 2:9

K AR A S TAYT  TRCROp

tapaat botween 1972 and 197§ althouih e
renluncd somewhat lower than the white ree b M
Partiaap fion rates bave increased since 1979 | Y
Jdripaion rates dechined in the ae 190V i1 §
have been tclatively stable aince then Yeardorgd
differences for Hispanios since 1975, howor ¢
Aol Statintically significany

g 22,

&

Cautron \hould & uwd n nrpreting the e
senied here The racaliotbmie debinitions the Besg®
of the Conus uses are net mutually exclusise Thew*
fore direct comparnons bety sen Hivpamics md
whites or blacks ore pot posuble Whites and bdy
afe dehined as raoal proups, whereas Hispancs
defined av an cthmie proup and can be of any rxe,

K

Parherpation rates of 18- 1o 24-ycar-olds 1n higher
education by race/cthmaty: 1976 1o 1985

Year Patateinng groop

1870 71
19 272
1972 64
1973 20
1874 252
1975 %9
1978 a1
1977 265
1978 287
1979 56
19%0 26 ¢
1981 267
1982 a2
1943 270
1984 8y
1985 287

= No' paabe

Bax Hspang
Percent enioed

187 —
12

183 124
%o 160
179 121
27 204
26 199
213 172
201 152
198 166
194 161
189 167
198 08
192 17?2
W 17y
197 %9

SOURLE U'S Leustmost of Comrece Buzau of the Censes Cutreat Pupyation
Hepu ts Schow! Ertoitmic's —Socal ang Ecunamc Chatacienstics of Stwosats (a vant

O 20 waios yuars

118

ERIC

Aruitoxt provided by Eic:

“/




60

CHART 29 - High r education enroliment rates of 18- 10 24 year olds by roce /
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Mr. Epwarps. Our thanks to all the members of the panel. It
was very splendid testimony.

The gentlewoman from Colorado, do you have any questions?

Mrs. ScHROEDER. Thank you, Mr. Chairman. I thank all the wit-
nesses also for their testimony.

I guess the question I have is—what I think I hear you saying—
is that while young women score lower on the tests, and the tests
are supposedly to be predictors of performance in college, that
when they get to college they do better. Therefore, the test is really
not valid and we're not just whining about the fact that we haven't
had the same background or the same math classes. It really is not
predicting what women do once they get to college.

Is that correct? Is that the bottom line?

Ms. RosseRr. Yes, it is correct. It is not predicting. That is the
reason that these college entrance exams are given, that they are
supposed to predict future performance. They are not doing that
for girls. They are also not valid in respect to their past perform-
ance in high school, because girls are getting better graces.

Mrs. SCHROEDER. As a mother of a 16-year-old daughter, and lis-
tening to all of them now taking their tests and coming home, it
really is very interesting because I see that going on. You see how
perplexed some of them get if they're not scoring the way they
thought they should be scoring. They are beginning to wonder if
their high school performance wasn't valid, or if they had charmed
their high school teachers, if maybe suddenly they’re not as good as
they used to be. They really start having incredible self-doubts
about that.

But I guess my frustration is, if the test isn’t adequately predict-
ing what women do when they get to college, and everybody can
see that, why in the world don’t they change the test? That was the
whole purpose for the test and I don’t understand why universities
haven’t changed it, or why they are relying on the tests so much, if
that is true.

You know and I know that high school counselors tell these kids,
“Hey, you don’t score here, you don'’t apply; you don’t score here,
you don’t apply.” I mean, it is really the key to the college door
and everything is tied to that score. Forget what they did in high
school as far as grades, or whether they were taking college level
courses; none of that matters. They really hang so much of it on
the books you buy at the bookstore, or in the way that the college
counselor directs you on that score. So a lot of young girls are be-
ginning to think that maybe they were a fraud, you know, that
something has happened.

So why haven'’t they changed it? One of you has been suing, and
others have been preaching. Why do the colleges insist on continu-
ing to use them if they don’t predict, and why won'’t the test people
change it?

Ms. Rosser. Well, I don’t know why the test people won’t change
it exactly. I've had a lot of discussions about that with them. They
say that they feel the girls just aren’t taking enough math and sci-
ence, and if they would just take more, they would do better. But,
in fact, girls have been taking more math and science and doing
worse. The gap has been widening.
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The colleges use these, it is said, because that way you do get a
larger male student body, if you use these test scores, because the
boys’ scores are higher. So if you want to keep your student body
more male than female, a very good way to do that is to use these
tests.

But I am very upset about the fact that girls work very hard in
high school and college and are not being rewarded by having the
same opportunities to go to prestigious schools, to go to research
universities, and that their whole life, their whole work up to that
point, can be just downgraded by one number.

Mrs. ScHROEDER. My understanding is that the difference in the
math gap between boys and girls is really very small, that the
number of boys who take four years of math versus the number of
girls who take four years of math, and then take the test, is fairly
small. In addition, the test supposedly only goes to geometry, which
is three years of math in most high schools. Therefore, the math
gap really shouldn’t make that much difference anyway.

Ms. Rosser. Actually, the College Board data says that 50.5 per-
cent of girls, versus 57 percent of boys, take four years of math.

Mrs. SCHROEDER. So it is very small.

Ms. Rossker. Yes, it is very small. Also, it is true that geometry is
supposed to be the most advanced math you need to take for this
test. All college-bound girls that I know of certainly take geometry
in their sophomore and junior year. So I really don’t understand
why this math gap is happening, either.

Dr. Cotk. Could I respond to those comments, also?

Mrs. SCHROEDER. Sure.

Dr. CoLk. I think we have misrepresented the situation if we
leave with the impression that the college admissions tests don’t
predict college performance for women but do for men. That is just
not the case. In fact, the data shows that women are the group that
college admissions tests predict best for of any group, in terms of
thedrelative relationship between the test scores and the college
grades.

The prediction phenomenon that Ms. Rosser is referring to is the
question of the statistical relationship of the level of performance
to the test score that’s based on complex statistical regression p:o-
cedures. The sorts of differences referred to are very small. In fact,
it is not clear from many perspectives whether they mean the in-
terpretation she’s giving to them at all. But to be left with the
notion that the tests don’t predict for women and do for men is just
not a correct notion.

Mrs. SCHROEDER. So you would say the test doesn’t predict for
either one?

Dr. Core. No, I would say the test predicts some for both. It cer-
tainly doesn’t tell the whole story, but it’s——

Mrs. ScHroEDER. Well, if it doesn’t tell the whole story, then why
do they rely so heavily on it? I sit there listening to young kids and
watching all this counseling going on. Let me tell you, the score is
90 percent of what everbody focuses on. If it’s not a good predictor,
then why don’t they change the tests across the board to be a
better predictor for men and women?

Dr. CoLg. You see, the tests are almost as good a predictor as the
high school record. If you are dealing with a situation of very com-
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petitive admissions, with large numbers of applicants, the best in-
formation you can find to decide who are the students most likely
to succeed are, first, the high school record of the student, and
second the - .dardized test scores. Both are used.

I would nov want to sit here and defend the situation in which an
institution uses only the test score and not the high school record.
My institution puts very heavy weight on the high school record as
well as weight on the test scores. It worries me very much that we
don’t spend time reading what these kids write and judging letters
of recornmendation about the students, But the volume and num-
bers involved often preclude that.

I think, in fact, the publicity often oversells the role of the test in
college admissions because it is something easy to focus on and
easy to grab hold of. I think we are misled, to some extent, in the
public in terms of how important the test scores are in that actual
decision.

Mrs. ScHROEDER. I really don’t know. My job, before I did this,
was I used to analyze tests for jobs for the State of Colorado. I re-
member going through the ones for pilots and finding out how it
was very culturally biased. They would have timed tests, I remem-
ber one in particular where they would show you pictures of a
living room and you had so many minutes or so many seconds to
figure out what was wrong. If you had a cracked window and you
came from a neighborhood where cracked windows were normal, |
mean, who's going to scratch the box? We could find things like
that all the time, especially going to low income and to females,
that had nothing to do with whether or not you could fly the air-
plane. If you were testing for whether or not you could fly the air-
plane, then I would have no problem.

We did the same thing with the Foreign Service exams when I
first got to Congress. Then I was really able to get into them. I
found that the Foreign Service exams that the U. S. Government
used discriminated against every group in America except white
males from four universities. Beyond that, who cares who won the
Cannes Film Festival in 1952, and what does that have to do with
whether or not you know how to administer a foreign sid program?
Nevertheless, that’s what we tested for. It had no applicability
under what we require in the employment area, which is the old
Duke Power decision—you know, where you can’t test a janitor for
his knowledge on classical music because, as a janitor, he doesn’t
have to know about classical music. You can test him on wax.

But I have always been very disturbed that I haven’t seen that
kind of sensitivity among colleges, and I think it is much tougher
now because it’s becoming much more elitist now, with the tremen-
dous cost of college. I think a lot of parents are saying to young
people, “If you can get into a top school, terrific; if you can’t,"'we're
not going to pay the difference.”

I'don’t think this is de minimis. I think this is much more criti-
cal because it is channeling which way kids go now, just because of
the phenomenal costs. I gave my kids T-shirts for Christmas saying
“This kid is his mom’s Mercedes.” It's true. But for those kids, you
could drive all sorts of cars. A lot of families don’t have that
option, and if they can’t get into a top school, they aren’t going to
pay the money.
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As I listened to the counselors, it is not much different than
when I went to school. They are hanging the whole thing on the
score. It may be wrong, the schools may not mean it, but that’s
what they are doing, and I reaily salute those of you who are
trying to get this changed. If it discriminates against men, too,
then it’s wrong. But young people’s whole lives are being changed
by these test scores—black, white, Native American, male,
female—and I think we ought to do everything we can to make
them as accurate a predictor as possible, as we have done in the
employment area. I think education is behind the curve on that.

Thank you, Mr. Chairman.

Mr. Epwarps. Ms. LeRo;.

Ms. LeRoy. Dr. Cole, to follow up on the discussion that you and
Mrs. Schroeder were having, I agree that you can't look at test re-
sults in isolation and just focus all of one'’s energies on these tests.
You suggested that perhaps they are being missold or that the pub-
licity surrounding them creates the perception of greater emphasis
on these tests than is really being placed on them or ought to be
placed on them. But the fact is that that perception is there, and I
think it’s more than a perception.

For example, the Secretary of Education has these famous wall
charts that we’ve all seen—and I can’t unfold it; it's too big—which
basically evaluate the States on their educational performance
based on SAT scores. So that entire school districts perceive them-
selves, and obviously, individual teachers, perceive themselves
based on their students’ performance on these tests. And I assume
teachers are evalu..ted on them and individual schools are evaluat-
ed on them.

What can be done to get around that kind of problem when the
g:hief educator in the country is, in fact, contributing to the prob-
lem?

Dr. CoLe. When you ask that question, we move from the issue of
what's wrong with the test to what’s wrong with the use of the
test. Every issue that Dr. Pullin raised, for example, is a question
of social policy with respect to the use of the test. The Secretary’s
wall chart is an issue of the social policy implications of the use of
the test, and the wall chart is an abysmal use of the SAT. It’s
almost a ridiculous use of the SAT scorss.

Most of the concerns that Dr. Pullin raised are concerns about
the overuse of tests, the use of tests that I think can have inappro-
priate social consequences that I'm very much concerned about.
That is still a different question than the question of how we
should change the SAT, if we should. It's a question of whether we
should use it in certain ways, even if we had it perfect, the way we
wanted it. It still would not work for the Secretary’s wall chart.

Ms. LERoy. Well, I don’t want to look at those issues in isolation
because I think they go together to create a problem for education
in this country, with respect particularly to women and minorities,
but also education generally.

I would ask you what could be done to reduce bias in the test,
assuming that it's there, but I also want to ask you what can be
done to deflate some of this overemphasis on or misuse of these
types of tests. I realize that may be a Ph.D. thesis here.
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Dr. CoLe. Well, that’s a very hard question for me to answer. In
fact, in answering it, I think I would come back to trying to under-
stand why we came to such a wide use of tests, It is my view that
we came to it because we were unwilling to impose standards and
make difficult professional judgments in other ways, in better
ways, in our educational system. We came to use standardized tests
for admissions to colleze more and more because we were more and
more suspicious of the grades that kids get in high school and the
quality of those courses the students are in.

We use tests for graduation from high school because we're sus-
picious that the educational system hasn't set standards for itself
internally to use the better information. We use tests for promo-
tion for the same reason. We use tests for identifying kids for spe-
cial education classes, at either end of the scale, because we
haven’t trusted the professional judgment of the educational
system.

I think, fundamentally, we are not going to be able to thwart
this overuse of tests until we make some serious changes in the
quality of the educational system and the standards that we have
internal to the system, where we can use better information than
Just external standardized tests to support some of these decisions.

But that is not an easy solution. You see, one of my dilemmas in
answering your question is what would be haprining to college ad-
missions without the test? What would be happening in putting
kids in gifted programs without the tests? I am concerned that it
could even be worse. I am concerned that, without the tests, at
least to identify some of the bright, biack kids that ought to be in
t?osedgifted programs, we could have even more of them being ex-
cluded.

Mrs. SCHROEDER. Would counsel yield on that point?

Ms. LERoY. Yes.

Mrs. ScHROEDER. What I don't understand, though—I don't think
we're arguing to do without the tests. The question is, there is a lot
of reliance on the tests and we understand that we would like to
change a lot of other things in the public and private education
system so that schools could rely on that more. But why not make
sure the test is as fair as it can be, then?

Dr. CoLE. Well, we certainly sheuld do that. But you have given
examples of the worst in tests, and there are other counter-exam-
ples of tests that I don’t know how to change to make more fair.
That’s our dileinma.

Mrs. ScHrOEDER. Right. But let’s change the worst and iry and
make it more gender-netral and minority-neutral.

Dr. CoLE. Absclutely.

Mrs. SCHROEDER. I think we're really in agreement.

Ms. LERoY. Let me ask .he other two witnesses the same general
question, and that is, what can public policymakers, people in Con-
gress or people at the Department of Education, what should theyv
be doing, or can anything be done to assure both test equity and
validity and proper use of the tests?

Ms. Rosser. I feel tnese tests should be predictive. They should
predict what the;’re supposed to. Unless we feel thut grades are
completely erroneous, which I don’t think anybody does, I think
that the tests should correlaie with the grades that students get.
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both for women and for minorities, however that is done. I feel that
is what Congress should be looking into and requiring of test pub-
lishers.

Ms. LERoy. Dr. Pullin.

Dr. PuLuin. I think, as Dr. Cole suggested, this is a complicated
issue. I think the testing industry could do far more than has been
done to alleviate some of the problems of unfairness.

I would ask Congresswoman Schroeder to think about what she
means when she talks about he: goal of fairness and to be more
explicit about it, because there is a good deal on those tests that is,
in fact, representative of a culture and reflective of a culture, the
culture of schools, and it is predominantly a white male culture. To
make it look more white-maleish is not what I think any of the
three of us are talking about.

When I think about the kinds of things that this body is able to
do to address the kinds of issues we'’re talking about, they are, for
the most part, the kinds of legalistic approaches that have been
used to some extent successfully in the past. As the Congresswom-
an noted, we have made some fairly substantial gains in the em-
ployment testing arena. There is some discussion that those gains
will be lost because the EECC Guidelines are under discussion for
considerable dilution in terms of validity and reliability require-
ments. I think that would be a terrible disservice to the kinds of
populations we're concerned about here, to allow those to be dilut-

Similar kinds of more rigorous standards need to be employed in
the educational testing arena. To some extent they have been. For
example, if you look at the regulations under the Education of the
Handicapped Act, although these are not widely enforced, there
are very specific regulations talking about lack of bias and talking
about use of multiple criteria information to make determinations
about individuals. Those kinds of standards are available. They are
not available in every arena, among the educational arenas that
we’re talking about, and they are not being enforced.

Ms. LERoy. Thank you.

Mr. EpwaRps. Does minority counsel have any questions?

Mr. SroBobIN. Thank you, Mr. Chairman.

Good morning. I wanted to first ask Miss Rosse - and Dr. Pullin,
do you currently have, or have you ever had, any affiliations with
the Fair Test organization?

Ms. Rossger. I have, for the last three months, been a consultant
to Fair Tesi. That consultancy actually ends today.

Mr. Srosobin. OK.

Dr. Pullin?

Dr. PuLLIN. I know the people at Fair Test and I have talked to
them about these issues in the past.

Mr. SLoponiIN. Let me talk to Miss Rosser for a moment about
LSAT’s. Reading from a passage in a book by Cynthia Fuchs Ep-
stein, called “Women in the Law”, she writes here—she is making
the point that “the problem raiseu by preference for women is
unlike the problem of other minority group preferences because
women applicants have generally been better qualified than men.”
Then she proceeds to support that proposition, that “the average
law school admission test score did not vary significantly by sex.”
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The law school admission test counselor reported in a study of
LSAT scores for 1978-74 that the mean test score for both men and
women was 527. Of registrants for the LSAT in 1973, 75.2 percent
were men, 24.8 percent were women. In 1974, 75 LSAT surveys re-
vealed that women had a slight edge over men in law school admis-
sion test scores. The mean test score for male registrants was 522,
while the same score for women was 524.

It says that “women have done well in LSAT’s by the standards
set for law students.” A 1972 study commissioned by the law school
admissions counsel determined bias of sex and the tests showed
that 1,150 males ased as a comparison group, with 1,165 females,
scored approximately 10 points iower and had a mean writing abili-
ty score approximately 7 points lower than women. Women did
better on four of the six sections in the LSAT—reading comprehen-
sion, reading recall, error recognition and sentence correction, Men
did better on one section, data interpretation. The two groups
scored about eaually on the principles and cases section.

What is the story here?

Ms. Rosser. Well, I am not an authority on the LSAT, but I have
talked to people who have done research on this. They say that the
women who take this test are probably about 10 times better ver-
bally than the men and, in fact, they should be doing even better
on the test than men than they are doing.

Mr. SLoBODIN. Yes, but in your testimony you mention as an ex-
ample of bias in testing the fact that, in reading comprehension
questions——

Ms. Rosser. I was talking about the SAT there.

Mr. SrLoBobIN [continuing]. SAT’s. Ard the women score higher
on reading comprehension. That’s where you're pointing out where
the bias is, but that’s where women are scoring higher.

My question to you is, let’s talk in terms where there has been a
disparity, and that’s in the math area.

First of all, what is a bias? I mean, if there’s a one point differ-
ence between the sexes, would you consider that bias? How about
five points? Of what threshold are we talking about bias?

Ms. Rosskr. I think when it has a major impact on people’s lives,
that’s negative, that is bias to me. I think it’s having a major
impact on women’s lives. That, to me, is bias.

Mr. SrosopIN. But what is the impact? Where are women not
getting into—Are you saying they're not getting into Harvard?
Let’s name some schools here.

Ms. Rosser. All right. Fewer women get into Harvard than men.
Fewer women are getting into all the Ivy League schools thar men.
Fewer women get into the other prestigious schools than men.
There is actually national data on that.

Mr. StosobIN. How do you explain this rise, then, in women
coming into the law schools? In fact, you say at the beginning of
your testimony here, “What struck me first when I looked at these
tests was the overwhelming number of males that populated
them—all of whom were engaged in traditional occupations like
doctor and lawyer * * *” What has happened in the last 10 years
has been phenomenal growth.

Wouldn’t you concede that there has been a phenomenal change
in the legal profession? We ought to be taking a look at that and
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saying, “Well, it’s working in the iegal profession. We have women
now taking an interest and becoming lawyers. The tests aren't
stopping that growth.” We ought to be looking at ways of extrapo-
lating that for math and science. How does it follow that we need
to change the test?

Ms. Rosser. Well, yes, there has been a tremendous growth in
the legal profession. It's about time we had more women getting
into the legal profession.

One of the things about the LSAT was that there was a lot of
math on it. It didn’t relate at all to being a lawyer. And because of
a certain amount of testing reform pressure, some of that math
was taken off.

Mr. SLoBopIN. When was that?

Ms. Rosser. Oh, within the last five years, I believe.

Mr. StosopIN. Yes, but this was before. I'm citing statistics
before they took the math out.

Ms. Rosser. But some of those statistics also show that women
did less well, and also that they——

Mr. SroBopIN. Yes, but they still scored as well, if not better,
than men on those tests.

Ms. Rosser. But they did less well on the data.

Mr. StoBobiN. So what? They did better than men in all the
o(tiher sectiors. When you combine them, they actually had a slight
edge.

Let me go on to an article which publicized the report you re-
leased last week in the New York Times. The reporter writes here
in the article that your study “offers no analysis of standardized
tests and gives no examples of biased questions. The findings are
based on the conclusion that, because girls earn better grades than
boys in high school and college, they should do as well or better on
the tests.”

Now, I would like to discuss this premise. Have you studied
whether or not there is any bias in grading in high school courses?
Why should we consider that more reliable than a question that
asks “what’s the circumference of this cup”’?

Ms. Rosser. I think that girls, historically, over the years have
been getting better grades in high school and college, and they
have been doing less and less well on these tests. I think that is
bias. I don’t think that I have to come up with specific questions
that are biased. I think this is something that the people who know
about tests will come up with. ETS knows which questions they
are. I think we should really look at the effect this is having on
people’s lives, and that is a bias effect.

Mr. SroBopIN. You don’t see the potential for bias in—What
about Dr. Cole’s point, that we could have the potential for a lot
more bias without the use of these tests?

Ms. Rosser. Well, I think that society is biased against women.
There’s no question about that. And I think they are doing quite a
good job of overcoming this handicap in the classroom.

Mr. SroeopiN. Let’s talk about the Educational Testing Service.
We are going to get some testimony from Dr. Dwyer, where she
says about 80 out of 125 people that are involved in developing
these standardized tests are women. Why would these people that




69

are developing the tests want to design a test that would hurt their
own sex?

Ms. Rosser. Well, presumbly the people who are picking those
test questions are men. I mean, you don’t know who is choosing
which questions to use.

Mr. SiosopiN. How do you know that? I mean, you're speculat-
ing, aren’t you?

Ms. RossER. I'm speculating, and so are you.

Mr. SLoBODIN. It’s not based on evidence; it’s speculation.

Now, have any of your studies controlied for level of prepara-
tion—for instance, comparing girls who have taken the same math
courses, the same years of math, as boys?

Ms. Rosskr. Yes, the College Board does that. Thay publish volu-
minous data on that, and they conirol for that.

Mr. SLOBODIN. As a matter of fact, I have that study. ¢ showed
that the male-female gap in SAT mathematical pertormance
shrinks considerably when differences in quantitative high school
course work are taken into consideration. That point may not be
that important. When you start taking preparation, that could cut
considerably into that disparity.

Ms. Rosser. But we have already brought out the fact that males
and females are taking more or less four years of math, very close,
in that area. Females are still doing worse.

Mr. SLosopIN. Well, it says here, when they control for the same
level of preparation, that gap is cut considerably.

I see my time is up.

Mr. Epwarps. We have other witnesses. But we appreciate very
much your valuable contribution. So thank you very much for
being here today.

Panel number two is Ms. Gretchen Rigol, Executive Director of
Access Services, College Board, New York, NY; and Dr. Carol
Dwyer, executive director, Test Development, School and Higher
Educ§5ion Programs, at the Educational Testing Service in Prince-
ton, .

Miss Rigol and Dr. Dwyer, we welcome vou. Do you solemnly
swear or affirm the testimony you are about to give is the truth,
the whole truth, and nothing but the truth?

Ms. RIGOL. Yes.

Dr. Dwygr. Yes, I do.

Mr. Epwarbs. Thank you.

Miss Rigol, I believe you are first.

STATEMENTS OF GRETCHEN W. RIGOL, EXECUTIVE DIRECTOR,
ACCESS SERVICES, THE COLLEGE BOARD; AND CAROL ANNE
DWYER, EXECUTIVE DIRECTOR FOR TEST DEVELOPMENT,
SCHOOL AND HIGHER EDUCATION PROGRAMS, EDUCATIONAL
TESTING SERVICE

Ms. RigoL. Thank you, Mr. Chairman.

My name is Gretchen Rigol. I am executive director for Access
Services of the College Board, a position I have held for § years.
My division is responsible for directing the Admissions Testing Pro-
gram, which includes the Scholastic Aptitude Test. Prior to joining
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the College Board, I was Director of Admissions at Pratt Institute,
and also served as an admissions officer at Goucher College and
Mount Holyoke College.

Founded in 1900, the College Board is a national, nonprofit asso-
ciation of more than 2,500 colleges and universities, secondary
schools, school systems and educational associations. A description
of the full range of our services and programs is attached to my
testimony.

One of the original purposes of the College Board was to provide
a series of common entrance examinations that would be available
to students from all parts of the country, not just those few who
attended well-known preparatory schools. Those first “College
Boards” represented a major step toward making higher education
accessible to all students—a goal that is still of paramount impor-
tance to the College Board and its member institutions.

Today, the College Board’s most widely used test is the SAT. A 3-
hour, multiple choice test, the SAT measures developed verbal and
mathematical reasoning abilities necessary to successfully pursue
college-level work. It provides a common yardstick to help admis-
sions officers understand an applicant’s academic readiness for col-
lege-level work as they review transcripts from students who have
taken different courses in the more than 25,000 secondary schools
throughout this country.

Mr. Chairman, I welcome this opportunity you have provided to
address the complex and complicated issues of fairness in testing
and differences in scores among groups of test takers.

Average scores of various groups taking the SAT have been pub-
lished for many years. Twenty years ago, the average SAT scores
for women were slightly higher than the average scores for men on
the verbal section of the SAT. This difference ranged from 2 to 7
points. But even then, women'’s average math scores were consider-
ably lower than men’s scores, between 41 to 47 points lower.

The first time women’s average verbal scores fell below the aver-
age scores of men was in 1972. The differential in that year was
two points, and for the rext several years the difference fluctuated
between three and six points. Then, in 1978, the difference in-
creased to eight points, and in 1981, it became 12 points. Although
there have been slight fluctuations during the past 6 years, the dif-
ferences have remained between 10 and 13 points. I think it is im-
portant to remember that the total 61 point score differential that
1s so often mentioned includes 50 points on the math that has been
evident for at least two decades.

I should emphasize that these scores are group averages and, as
such, they do not reveal the different abilities of individuals within
these groups. Distributions of scores reveal that the individuals
within all groups display the full range of developed abilities, from
highest to lowest.

Average score differences are of great interest, but I would like
tc state now that, based on the best available data, we do not be-
lie.e these differences are caused by bias in the tests themselves.
In many ways, this hearing and the ongoing investigations about
differences in score performances are similar to the work undertak-
en in the seventies to help educators understand the overall score
decline that began during the late sixties. Just as the Advisory
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Panel on the SAT Score Decline rejected the notion of any one
single cause for the overall decline in SAT scores, | suspect that
there are probably numerous factors involved in this inquiry.

What are some of the possible reasons for the score differences?
One is that the number of women taking the SAT increased signifi-
cantly in the early seventies, just as the number of men decreased.
The growth in the numbers and proportions of women SAT takers
from only 44 percent in 1964 to 50 percent in 1975, and 52 percent
since 1981, corresponds exactly to the time periods in which the
scores of women declined. This past year, there were about 40,090
more women than men who took the SAT. When dealing with av-
erage scores on tests that are taken by selfselected populations,
rather than balanced samples of students at all ability levels, it is
usual for higher proportions of test takers to result in lower test
scores.

We believe that the increase in the number of women taking the
SAT—presumably because more women are considering a college
education—should be regarded positively.

Another reason for the score differences between men and
women is also related to shifts in population characteristics. The
larger number of female test takers have, in recent years, included
more women from racial and ethnic minorities. For example, of the
nearly 80,000 black students who took the SAT in 1985, 60 percent
were women. Women represented 55 percent of the American Inc -
ans who took the test, and the per<entage of women in the Puerto
Rican and Mexican-American groups were 54 and 53 percent, re-
spectively. It is well recognized that the educational opportunities
available to many of these minority students are not the same as
those available to white students.

Parents of the females taking the SAT had slightly less formal
education than the parents of the male students taking the tests,
and female students tended to come from families with lower
median incomes. We also know that, as a group, the women taking
the SAT were less likely to have followed an academic or college
preparatory program in high school and that, on average, they took
fewer years of study in academic subjects.

The courses women take in high school, as we have been discuss-
ing, are also a factor in explaining some of the score differentials.
For example, the more math students take in high school, indeed,
the better they do on the SAT math section. The fact that wornen
take fewer math courses than men probably explains a large part
of the 50 point difference in SAT math scores. Women also take
fewer courses in the physical sciences.

I am sure that you all share my concern that many young
women are not encouraged to take more math and science courses
and that so few consider scientifically oriented ~areer paths. It is
difficult to know exactly how much of the score difference in math
is related to these unfortunate social influences, but I personally
am_ convine2d that there is no inherent difference between men
and women which preclude women from excelling in the areas f
mathematics and sciences.

Although the difference in average verbal scores 1s not as great
as the difference in math, it is more difficult to suggest explana-
tions for this 11-point difference. Some is undoubtedly related to
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the population differences described earlier. We have examined the
test specifications and many of the items on previous editions of
the test and have found no systematic explanations for the differ-
ence. There are questions on which women do less well than men,
but there are also questions on which women do Letter. Usually
these items are neutral in content and do not suggest any plausible
reasons for the differential performance. There have also been nu-
merous changes in the test content over the years; however, none
of those changes coincide with the times when there were signifi-
cant shifts in scores.

During the past few weeks, there have been allegations that the
test is constructed to intentionally produce scores at different
levels for various subgroups. I would like to state categorically that
this is absolutely untrue. The College Board is committed to admin-
istering fair, effective and equitable tests. Our members would
accept no less.

We use a variety of methods to detect or evaluate for tie possi-
bility of any potential bias in our tests. Among them are numerous
reviews and statistical analyses that are described in my statement
and that will be discussed in a moment by my colleague from ETS.
I should note, however, that all of this research is not done only at
ETS and that the College Board makes the data available to out-
side researchers for their own analysis.

Another method for determining if a test is fair examines wheth-
er it predicts equally well for different groups of students. The Col-
lege Board offers a validity study service to help colleges perform
studies of the predictive validity of test scores and other informa-
tion used in the admission and placement of students. In over 500
colleges where females and males were studied separately, the
median correlation of the SAT with college freshmen grade point
average was higher for women than for men. 1'his data is included
in the ATP Guide that was attached to my testimony. In other
words, the SAT has proved to be a more accurate predictor for
women than for men,

Much has been said recently about the so-called “under-predic-
tion” by the SAT of women’s college grades. The data on which
this statement is based comes from a research report published by
the College Board. The data show that in the particular studies
analyzed 1n this report, women’s actual college grades were four
one-hundredths of a grade point higher than their predicted grades
using a combination of high school academic record and the SAT-—
not just the SAT alone.

More siznificant, however, is the fact that the prediction equa-
tions used in that study were based on the sexes combined. If a pre-
diction equation based on women alone had Leen used, under- and
overprediction is eliminated. Our Guidelines on the Uses of College
Board Test Scores and Related Data specifically encourage colleges
to consider separate predictions of college grades based on sex,
race, academic program, and so forth.

There have been recent suggestions that women are being unfair-
ly denied admission to higher education because of their SAT
scores. The evidence is just the contrary. The increase in the
number of women taking the SAT over the last 20 years has been
mirrored in their college-going rate. More women seek entrance to
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and attend college than men. For example, total enrollments in
higher education in 1983, the latest year for which statistics are
available, were 52 percent female and 48 percent male. This is
identical to the proportions of females and males that took the
SAT in that year.

We have collected data for 77 different colleges that accepted
fewer than 50 percent of their applicants. Mr. Chairman, you may
be interested to know that Stanford was one of those colleges,
where the acceptance rate was 13 percent for men, but 15 percent
for women. Overall, the acceptance rate for women at these 77 col-
leges was 34 percent. For men, it was 33 percent. Clearly, women
are finding that the doors to even the most selective colleges and
universities are open to them.

In conclusion, I would like to reiterate our commitment to ad-
ministering fair and equitable tests. The review process, statistical
approaches, and validity studies are continually examined, refined,
questioned and analyzed. With changing demographics and the di.
versity of test takers, questions of bias and fairness will become
even more significant and more of a challenge.

It is a tragic fact of American Jife that educational opportunity is
still not equai for all students. The educational deficit experienced
by many minority and disadvantaged students will neither disap-
pear ncr be overcome simply by attributing different levels of per-
formance on tests to bias. Although the educational opportunities
available to women are comparable to those available to men at
similar school settings, the fact that women are not always encour-
aged to take full advantage of these opportunities cannot be over-
looked. Tests help reveal differences, and it is essential that we
work together to try to eliminate the cause of these differences,
rather than blame the “messenger” for bringing the reality of this
educational deficit to our attention.

Thank you, Mr. Chairman.

[The statement of Gretchen W. Rigol, with attachments, follow:]
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SUNMARY

It ¥s the Colle~s Board's position that differences in average
scores on the Scholastic Aptitude Test (SAT) are not caused by bias in the
tests themselves. The primary purpose of the SAT s to measire the
developed verbal and mathematical abilities of Individuals and 1t does
this accurately. The SAT 15 a carefully constructed test subjected to
numerous fatrness reviews and statistical analyses designed to eliminate
the possidility of ethnic, ractal, cultural, and gender blas

Possible reasons why some groups -- such as women -- score lower
than others Ynclude the following. First, the growth in the numbers of
women test takers from only 44 percent in 1964 to 52 percent since 148}
corresponds with the perfod in which the scores of women dectined. It i
usual for higher proportions of test takers to result in lower test
scores. Second, the women taking the SAT Increasingly have ingluded
greater numbers who are less educationally and economically advantaged
than their male counterparts, Third, on the average, women take fewer
years of study in academic subjects than men; are jess 11kely to have
followed an academic or college preparatory program in high school, tend
to come from families with ower median incomes, and have taken fewer
mathematics and physical science courses ¥n high schoo) than men

The so-catied *underprediction® by the SAT of women's college
grades results from using prediction equations based on t'e sexes
Combined. When a prediction equation Vs ysed based on women alone -.
which ¥s recommended by the College Board -- under-prediction 1s
eliminated. 1p validity studies at over 500 colleges where females and
mates were studied separately, the SAT has been a more accurate predictor
for women than men.

Neitner is the SAT a barrier for women seeking postsecondary
education. More women seek entrance to, and attend, college then men
Total enroliments 1n higher education in 1983 were 52 percent female and
48 percant male -- the same proportion that took the SAT that year. last
year, at 77 of the nation's most selective colleges, the acceptance rate
was 34 percent for women and 33 percent for men

It ¥s a tragic fact of American education that educational
opportunity Vs st111 not equal for all stugents. In addressing the yssue
of differences in score performance, 1t Vs important to look beyond test
scores to the widely divergent edycational experiences and backgrounds of
the test takers. Tests such as the SAT help reveal these differences It
Vs essential that efforts be made to eliminate the cause of these
differences, rather than blame the messenger for highlighting the reality
of this educational deficit. Tests continue to remind us of an unfinished
soclal agenda, and SAT scores reflect educational reality, rather than
educational ydeals.
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Mr. Chatrman, My name Vs Gretchen Wyckoff Rigol, and I am Executive
Director for Access Services at the tollege Board, a position I have held
for six years, Ky division 1s responsible for administering and directing
the Admisstons Testing Program, which includes the Scholastic Aptitude
Test {SAT), and the Achievement Tests, as well as the Preliminary
Scholastic Aptitude Test/National Kerit Scholarship Qualifying Test
{PSAT/NKSQT) and other related services In my current capacity, 1 work
with representatives from College Board member institutions and other
users of our services to review policies and procedures relating to these
programs. Prior to joining the College Board I was Director of Admissions
at Pratt Institute and also served as an admissions officer at Wount
Holyoke and Goucher Colleges,

founded tn 1900, the College Board 1s a national, non-profit
assoctation of more than 2,500 colleges and universities, secondary
schools. school systems. education associations, and agencles. One of the
purposes of the College Board is to assist students who are making the
trarsition from high school to college through guidance and admissions
programs and to provide them and the institutions to which they are
applying with placement, credit by examination, and financial avd
services A description of the full range of our programs is attached to

this testimony.
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One of the original purposes of the College Board was to provide a
series of common entrance examinations that would be available to students
from all parts of the country, not Just those who attended a few
well-known preparatory schools. Those first *College Boards® represented
2 major step toward making hioher education accessible to ali students-.-a
goal that continues to be of paramount importance to the College Board and
1ts member institutions.

College admissions has changed in many ways since the beginning of
this century, and College Board tests have played a role in opening
college doors for large numbers of students. The Admissions Testing
Program continues to enable colleges and universities to identify talented
students from vastly diverse backgrounds and recrutt those with academic
potential. (Another example of the Coltege Board's commitment to
promoting access to higher education s the Coilege Scholarship Service.
In the 1950's the College Board membership responded to the need for a
more equitable distribution of financial aid by ploneering procedures for
awarding such aid according to financial need, a move that also increased
educational opportunities for the jess affluent and raised the Jevel of
participation In postsecondary education of minority students )

Today, the College Board's most widely used test 1s the Scholastic
Aptitude Test (SAT), which 1s taken by more than one and one-half miilion
ceilege-bound students every year. A three-hour, multiple-choice test,
the SAT measures developed verbal and mathematical reasoning abiiities
necessary to pursue college-level work successfully 1t provides a cosmon
yardstick to help admissions officers understand an applicant's academic

readiness for college-level work as they review transcripts from students
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who have taken different courses in the more than 25,000 secondary schools
throughout this country

As a former admissions officer, I can assure you that it is not always
easy to interpret what the actual content of a course might have been, let
alone what the grading practices are in a particular school, We all know
that an "A" from 3 certain teacher in one course might be quite different
from an "A" in a different course or from a different teacher In
addition, some schools provide additiona) weight to certatn honors or
advanced level courses, while others do not And at many colleges nearly
all of the applicants have very high grade-point averages. making it even
more difficult to differenttate among applicants

Although grade inflation appears to have slowed down during the past
few years, the average high school grade-point average for the Class of
1985 was stiil s)ightly higher than a B average (3 03 on a 4 0 scale)
Therefore, results from the SAT or other national standardized tests,
given under Similar conditions to 311 students. provide admissions
officers with an objective context from which to view other information
they have about their applicants.

It Ys important to remember, however, that the SAT is only one of the
factory considered by colleges in making admissions decistons Despite the
1imitations of information about a student's secondary school background
(such as grades, courses-taken and class rank), the high school record is
sti11 glven more weight than any other criteria by most colleges and
universities in making admissions decistons

But, SAT or any other test scores have 1imitations too for one

thing, they are not precise measures The current score reports sent to
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students, as wel) as to the colleges they designate, show how scores
should be viewed ac ranges around the numerical scores that are also
reported.There are aiso many other qualities that colleges may valye and
that might be important to successful performance yn coilege that the SAT
does not measure  for example, the SAT does not refiect spectal ta’ents
or Jeadership qualities nor can "t predict the academic motivation or self
d¥scipline a student may bring to the collegiate environment. It cannot
predict every type of performance nor measuyre every kind of background
that miy be of interest tc a college. 3ut SAT scores co provide one more
plece ¢f yseful Information to help both a college and a student asscss
how well that stydent might Go at that sarticylar In" *{tution,
particularly when considered In the context of other elevant Information
about the test taker and the \nstﬁtut\;nal environment

Representatives of College Board member Institutions who serve on
various advisory Councils have developed ¢ sertes of Guidelines on the

Uses of college Board Test Scores and Related Data which enumerate the

proper yses of tests and highlight practices deemed Inappronriste  These

Guldelines, which are Inclyded In the ATP Guide for High Schools and

Colleges, are widely distributed to schools and colleges  Test scores

according to these Guidelines, should be ysed as “suppiemental *9 the
secondary schoo) record and other information 2%0ut applicants 1n
4352559ng their abiivty to undertake college-level studies, recognizing
that a combination of predictions Vs aimost always better than o single
prediction * Yo fyrther encourage the proper use af test scores, the

College Board sponsors professional + 21010y for school counselors and
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college admissions officers and disseminates a variety of p blications and
audio-visual matertals

Mr Chairman, ! welcome the opportunity you have provided to address
the complex and complicated Yssue of fairness in testing ana differences
in scores among groups of test takers As you have requested, my
testimony today will focus primarily on score differences between men and
woren on the SAT and, secondarily, on raclal and ethnic differences

SAY scores are reported separately on a scale of 200 to 800 for both

the verbal and mathematical sections of the test. To heln put the

average SAT-verbal score for the Class of 1986 was 43! and the overall
average SAT-math score was 475

Average scores Of various groups taking the SAT have been published
for many years Twenty years ago, the average SAT scores for women were
s1ightly higher than average scores for men on the verbal sections of the
SAT (ranging from 2 to 7 points), but even then. women's average
mathematical scores were considerably lower than men's average scores
(ranging from 41 to 47 points in the late 1960°s)  Although these
differences were noted and were well-known to educators, I do not believe
any definitive reasons were discovered to explain why, during that time,
women performed s!ightly better than men on the verbal section and scored
considerably lower on the mathematical section of the SAT.

Although the gap between men's and women's math scores have remained
about 40 or 50 points for the past two decades, there has been 2 ~radual
change 1n the relative performance of men and women on the verbai section

discussion that foliows in context, I should mention that the overall
|

|

of the test during this pertod The first time women's average verbal
|
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scores fel) below the average verbal scores of men was \n 1972. The
differential in that year was 2 points and for the next several years the
difference hovered between 3 and 6 points  Then in 1978, the difference
became 8 points and in 1981 1t became 12 points  Although there have
been s1ight fluctuations during the past six years, the differences have
remained between 10 and 13 points  The optimist (and perhaps the
feminist) 1n me would 11ke to suggest that the past three years that have
seen the score differential move from 13 to 12 and last year to 11 points
¥s perhaps a trend that will reverse these differences, but perhaps
th.t's merely wishful thinking Nonetheless, I think 1t 1s important to
remember that the total 61 point score dif :rential Includes 50 points on
the nath section that has been evident for at least two decades.

The most comprehensive reports about SAT takers, including
Information by sex and by rac al/ethnic group, are a sertes called

Profiles, College-Bound Seplors The most recent report in this sertes

describes the high-school graduates of 1985, and the data provided below
are taken from that publication  The numbers In parentheses indicate the
difference between the average scores for men and women of each

racial/ethnic group

Table 1 1985 SAT Scores by Sex and Ethnic Group

-~-SAT verbal -. -SAT Mathematical-
Males Ffemales Hales Females
American Indlan 401 388 (1N 454 06 (48)
Black 354 M (1Y) 394 364 (30)
Mexican American 393 313 (20) 452 402  (50)
Asian American 406 401 {9 540 496 (44)
Puerto Rican 385 363 (22) 439 381 (54)
White 454 44 (10) 515 468 (47)
Other 398 B (14 418 419 (59)
Total Responderts 437 425 (1) 499 452 (4N
=~
Lo
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When the average scores of males and females from the different
racial/ethnic groups are reviewed, it is clear that maje/female
differences are not constant across all groups On the verbal sections,
Astan American men and women show the smallest differences, while
thelargest differences are evident between men and women with Hispanic
backgrounds When looking at average SAT-.aath scores, Black women have
the smallest difference when compared with Black men, with larger score
differences apparent for al) other groups. These data Yllustrate the
complexity of the issue.

1 should emphasize that these scores are qroup averages, and as such
they do not reveal the different abilities of individuals within those
groups. Jistributions of scores reveal that the individuals within groups
{whether that group be ba,ed on sex or racial/ethnic group) display the
full range of developed abilities, from highest to lowest

The SAT 35 not the only test that shows score differences among the
different groups taking the test, particularly differences between male
and female scores The same trend exists for American College Testing
(ACT) vrogram scores. The ACT includes separate scores in four areas
English Usage, Mathematics Usage, Soctal Science Reading, and Natural
Science Reading and is scored on a scate from i to 36 Between 1970 and
1984, the advantage of women on the Englitsh score declined frown an average
of 1 8 ACT score points to ) 1. Similarly, the advantage of men on the
other three ACT tests and on the ACT Composite grew over the same period
of time. For example, from 1970 to 1984 on the Social Stuoles Reading
subscores, the advantage of males climbed from 1 3 to 1 & and on the

Natural Science Reading from 1 & to 2 5. Data from the National
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Assessment of €ducational Progress (NAEP) and other standardized tests
show similar trends, suggesting 3 deter‘oration of women's average scores
in relation to average scores of men
Average score differences are of g-2at Interest, but I would 1ike to
state now that, based on the best available data, we du not believe these
differences are caused by blas in the tests themselves We are pleased
that this Subcommittee has provided an open forum to discuss and examine
the Yssues We invite the members of the Sut ommittee to ponder with us
" and other educators the dilemma of trying to explain differential
performance and changes over time We would be less than honest \f we
claimed to have all the answers. We cap offer some hypotheses, but we
continue to question research and our conclustons. In many ways, this
hesring and the cngoing investigations about differences in score
performances are similar to tse work undertaken in the mid-1970s to help
educators understand the overdll score decline that tegan during the late
19605, Just as, in 1977, the Advisory Panel on the SAT Score Decline,
headed by former Secretary of Labor Willarg Wirtz, rejected the notion of
any one single cause for the decline 1n SAT scorcs. 1 suspect that there
are probubly numcrous factors involved in this inquiry.
why, then, do some groups of students score lower than others? In
addressing this issue, we must look beyond the test scores to the
educatonal experiences and backgrounds of the test takers It s a
tragic fact of American education that educational opportunity 15 still
not equal for all students The edurational deficit experienced by many
minority and disadvantaged students will nelther disappear nor be overcome

simply by attributing different levels of performance on tests to bias
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Although the educational opportunities available to women dre comparable
to that available to men in Similar school settings, the fact that women
are not always encouraged to take full advantage of tnese opportunities
cannot be overlooked Tests help reveal differences and 1t 15 essential
that we work together to try to eliminaie the cause of these differences,
rather than blame the messenger for bringing the reality of this
educational deficit to our attention

What are some of the possible reasons for these score differences?

One 15 that the number of worer taking the SAT increased significantly
in the early 19705, just as the number of men decreased  The growth in
the numbers and proportions of women SAT takers from only 44X Yn 1364 to
50% In 1975 and $2% Since 198} corresponds exactly to the time periods in
which the scores of woren dec)ined This past year, ihere were about
40,000 more women than men who took the SAT. When dealing with average
scores on tests that are taken by seif-selected populations, rather than
balanced samples of students at all ability levels, it is usual for higher
proportions of test takers to result in lower test scores For example,
Af only the top 10X of a group of students takes a test., the average
scores for this group would prodably be higher than a much larger group of
students who represent a wider range of abilities

We belleve that the increase In the number of women taking the SAT --
precumably because more women are considering a college education --
should be regarded positively 1t s indicative of changing mores and
social patterns that have heightened women's expectations about thetr

educational options and their cdreers
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Another reason for SAT score differences between men and women 15 also
related to shifts in population characteristics of students taking the
test. As the table below indicates, the percentage of women from the
various racial/ethnic groups is not equal This data is atso taken from

Profites, Colleqe-Bound Sentors, 1985.

Table 2. 1985 College-Bound Sentors. wumber
of Students “y Ethnic Group and Sex

Total Percent Total Number Percent

Humber of Total f.male Female
American Indian 4,642 0.5 2,563 5§ 2
Black 79,556 .9 47,866 60 2
Mexican American 13,526 2.2 10,395 53 2
Asfan American 42,637 4.8 20,959 49.2
Puerto Rican 11,077 12 6,000 sS4 2
White 715,773 80 0 373,69 52.2
Other 21,555 2.4 10,839 SC 3
Total Respondents 894,766 00 9 472,316 52.8

The larger numbers of female test takers have, »n recent years, included
more women from rac1al and ethnic minorities. for example, of the nearly
80,000 Black students who took the SAT in 1985, 60X were women Women
represent 55% of the American Indians who took the test and the percentage
of women in the Puerto Rican and Mexican American groups were 54% and $3%
respectively  As | have noted earller 1t s wel) recognized that the
educational opportunities available to many of these minority students are
not the same as those avalladle to white students. Indeed, within these
minority groups, females are often at a further disadvantage

We also know that, as a group, the women taking the SAT were less
Tikely to have followed an academic or college preparatory program in high
school than men ard that, on the average, they took fewer years of study

in academic subjects than males  Parents of the females taking the SAT
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had s1ightly tess formal education than miles and the females tended to
come from familles with Yower median Yncomes. Aithough females do come
from families of all educational and economic backgrounds ang many have
taken rigorous academic programs, as a group they are not quite as wetl
prepared nor are they from homes as advantaged as the smalier number of
male test takers. Although I am gratified that more women from
backgrounds that traditionally have not considered college are pursuing
higher education, these data also rajse concerns that such low proportions
of minority rales are considering college.

The courses women take in high school alsc are a factor in explaining
some of the score dVfferentials of male and female “*udents. For example,
the more mathematics women study ¥n high school, the better they do on the
SAT math section. The fact that women take fewer mathematics courses, on
average, than men probably explains a large part of the gifference in the
SAT-math scores. wWomen also take fewer courses In the physical sciences.

1 am sure that you share my concern that many young women are not
encouraged to take more math and sclence courses and that so few consider
scientifically-oriented career paths It Vs gifficult to know exactly how
much of the score difference in math i< related to these unfortunate
soctal infliuences, but I personally am convinced there ¥s nc inherent
dtfference petween men and women which preclude them from excelling in the
areas of mathematics ang sciences. Tests continue to remind us of an
unfinished social agenda. and SAT scores reflec: educational reality,
rather than educstional igeals.

Although the difference in average verba) scores s not as g+t as

the difference tn math, t Vs more difficult to suggest explanations for
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the T1-point difference Yn SAT verbal scores between men and women  Some
of the difference 3s probably related to population dVfferences described
eariler. We have examined the test specifications and many of the items
on previous editions of the test and have found no systematic explanations
for the uifference. There are questions on which women do less well than
men and there are aiso those on which women do better. Usually such items
areneutral in content and do not suggest any plausible reasons for the
di¥fferential performance. Thero have been numerous changes in test
content over the years; however, none of these changes coincide with the
times when there were significant shifts in scores.

Ouring the past few weeks there have been allegations .hat the test i
constructed to intentscnally produce scorss at different levels for
various subgroups. 1 would 11ke to state categoric~lly that this is
absolutely untrue  The College Board is committed to administering fair,
effective and equitadble tects, Qur memders would accept no less Ag g
result of substantial research efforts. the Board belleves that the SAT
reflects accurately the developed verba! and mathematical abilities of the
individuals who take 1t, regardless of thetr sex or facial or ethnic
background.

There are three basic methods useq by the College Board to getect any
potential blases: reviews by numerous comittees and panels, statistical
analys¥s and validity studfes. [t ¥s significant to note that these
efforts gate back to the 1920's -- the very early days of the SAT.
“Precautionary studies® of the test performance of males and females, for
example, were conducted from the beginning, reflecting the Boarg's strong

concern in thys area.
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Since the late 1940s, the SAT and most other College Board tests have
been developed by the Educational Testing Service (ETS)  ETS shares the
College Board's commitment to offer tests that are not influenced by
extraneous cultural, ethnic or social factors ang toward this end employs
numerous Procedures to ensure the tests are free from any such influences,

Current Practices require that each new College Board test undergo a
sensitivity review to identify and eliminate ambiquity or
potentiallyoffensive materia) based on race, sex. and cultural
background Sensitivity reviewers are trained to ensure thorough
knowledge of the review process and consistent application of review
criteria, They are selected on the basis of their abiliity to perceive
potentially offensive material, to eview tests from multiple
perspectives. not simply from the viewpoint of onhe group or
soclal/political philosophy, and to cover key subject areas such as
humanities and social sciences During the past year, sensitivity
reviewers of new editions of the SAT included 14 women, four Blacks, two
Asian Americans, and two Hispantcs

In addition to these formal sensitivity reviews, each College Board
test s thoroughly reviewed by the high school and college faculty serving
on the SAT Committee, as well as external review panels for both the
verbal and mathematical sections A1l committees and special review
panels are sele ted from among a cross section of backgrounds, including
minority repres<en L¢lon and women, academic disciplines, institutional

afff1lations and geographical representation
Since the late 19705, each new form of the SAT aliso includes at least

one passage dealing with minority issues  New tests are also reviewed
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carefully to ensure that an appropriate variety of references to women and
minorittes are included throughout the test These content specifications
are most apparent n the reading comprehenston passages and in the
sentence completion items, which have more text than the analogy, antonym
and mathematics questions,

Finally. 1t should be noted that women have been invoived in al}
aspects of the development of the SAT for several decades Since 1973, a
woman has been the primary test development speclalist for the verbal
test  Of the ETS staff members who spend significant amounts of
timeworking on the SAT, there are 11 women and 7 men working on the verbal
sections and & women and 3 men working on the mathematics sectians There
currently are 15 women and 10 men who Serve as outside item writers for
SAT-Verbal, 9 women 2nd 9 men outside of ETS who write mathematics
questions

Statistizal methods that consider the performance of groups on
tndividual questions or clusters of questions are also used to ensure test
fatrress and to getect any possible blas  We make available the raw data
to the research community Yn an ongoing effort to ascertain the spectfic
causes of differential performance on tests For example, a Puhlic Use
Sample data tape, containing all of the Ynformation about test candidates
from the iarcest administration of the SAT each year, Vs offered as a
regular service The College Board welcomes external research on the 1ssue
and invites the pudblic to analyze or reanalyze the data

The Coliege Board has conducted numerous studtes to examine how
different groups perform on various SAT ttems  During the past few years,

ftem fairness studies have been conducted on the basis of sex. ethnicity,
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educational background of parents, and level of English proficiency An
article published by the College Bocrd in 1981, "The SAT in a Oiverse
Society: falrness and Sensitivity,” susmarizes the xinds ot analyses that
result from these studies. The purpose of these statistical studies is to
monttor differential performance in order to (1) ensure that the SAT
remains appropriate over time for major subgroups of the candidate
population, and (2) identify possible content factors related to
differential performance. [f the andlysts identifies any questions with
large differentials, further analysis to identify the causes 15 conducted.

€7S has recently developed a new statistical procedure that holds
promise 1n further detecting any potential bias in our tests. Known as
*differential ttem functioning® (DIF), this statistica) procedure matches
peoplie of the same ability lewvel before comparing their performance on
test questions. The assumption Ys that individuals of similar knowledge
and ski11 shouid have m\lar chances of answering a question correctly
without regard for their race, sex or ethnic background. The statistics,
thus, compare tne performances of majority and minor ity students, and men
and women of similar abiltty. Research on DIF Vs continuing and plans are
being developed for 1ts use at various stages in the test development
process

The third nethod for determining 1f 3 test is fatr examines whether 1t
predicts equally well for different groups of itudents Predictive
validity is the measure of a test's effectiveness in predicting tne
academic performance of a student In college The College Board of fers a
Validity Study Service, without cost, to colleges that wish to evaluate

how well thelir admissions data predict the academic performance of thelr
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enrolled students. The service provides assistance in perforning studies
of the predictive validity of high school records, test scores and other
Information used tn the admission and placement of students,

Over 1.300 of these validity studtes have been conducted by colleges
and universities in the past several years to determine whether the test
scores predict the expected outcome in tne freshmen year  These stugies
also help indicate the relative weight that should be given to SAT scores
and other data (such as high school grade-point average or high school
rank) in the admissions process

These validity studies indicate that in over 500 colleges where
females and males were studied separately, the median correlation of the
SAT with college freshman grade point averaje was higher for women than
for men as indicated in Table 16 of the ATP Guide Thus, the SAT has
proved to be a more accurate predictor for women thin men

Much has been sald recently about the so-called “underprediction® by
the SAT of women's college grades  The data on which this statement is
based comes from a resear-h report authored by Mary Jo Clark and Jertlee
Grandy and published by the College Board. These gata show that in the
particular studies analyzed, women's actual college grades were four
one-hundredths of a grade point higher than their predicted grages using a
combination of high school academic record and the SAT, not the SAT alone
More signiticant is the fact that the prediction equations ysed in that
study were based on the sexes combined  However, as noted dbove, if 3
prediction equation based on women alone was used, under and

aver-prediction would be eliminated Our Guidelines on_the Uses of

College Board Test Scores and Related Data specifically encourage colleges
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to consider separate predictions of college grades based on gender, race,
and ethnicity.

Data about the validity of the SAT for various racial groups have also
been studied by both the College Board and others After two years of
tntensive examination by experts, the 19B2 National Academy of Sciences
study. Admissions Jesting in Higher Education. concluded *that predictions
made from test Scores are as accurate for black applicants as for majority
applicants. there ts only scanty evidence available for other minority
groups. Subgroup differences in average abllity test scores appear to
mirror 1ike differences in academic performance as measured by course
grades. In this sense, the tests are not biased.*

Before concluding, I would Yike to address briefly an yssue that has
recelved much attention recently the Empire State Scholarship (New York
State) awaids and the disparate number of male recipients You may be
aware that these scholarships are awarded on the basis of SAT or ACT
scores  The College Board does not support the use of SAT scores as the
sole criterfon in any deciston making process -- even in admissions for
which the test 1s designed But the issue here 15 one cf soctal values
and whether the intent of the scholarship program is to recognize
scholastic ability (or any other factor) regardless of the composition of
population competing for such awards or whether such awards should be
apportioned arong various subgroups. The designation of awards by
subpopulations Vs frequently a major part of many scholarship programs
This might be allocating a certain nurber of awards for congressional

districts, a certain pe-centage for men and women of for various
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racial/ethnic groups. Clearly, no single test will qutomatically resuylt
In such desired atlocations.

There have 150 been recent suggestions that women are being unfairly
denied admission to higher education because of thelr SAT scores The
evidence 1s Just the contrary. The increase in the number of women taking
the SAT over the last twenty years has been mirrored in their college
90ing rate. More women seek entrance to, and attend, college than men
For example, total enrollments i1n higher education in 1983. the latest
yedr for which statistics are avallable. were 52X female and 48% male.
This is 1dentical to the proportions of females and miles that took the
SAT in that year. Oata provived by colleges for the Annual Survey of
Colleges, which forms the basis for the Colleqe Handbook, Includes
acceptance rate Information separately for men and women for 17 differeat
colieges that accepted fewer thin 50 percent cf their applicants to their
fal) 1985 class. Overall. the acceptince rate for women was 34%. for men
¥t was 33X, Clearly, women are finding that the doors to colieges and
universities are open to then.

In conclusion 1 would 1ike to reiterate cur comitment to
administering fair and equitable tests. The review process. statistical
approiches, and validity studies I described earlier are continually
examined, refined, questioned and analyzed. WIth changing demographics
dnd the diversity of test takers, questions of bias and falrness will
become even more significant and more of 3 challenge. This week the
American Educationd) Research Association Vs holding 1ts annual meeting

here in Mashington. A look at 1ts program is 1)lustrative of the

importance researchers and test developers place on questions of fairness
in testing and the andlytical methods to achleve that goal,
Thank you, Mr. Chalrman. This concludes my prepared statement. 1|

will be happy to answer any questions you might have.
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The Admissions
Testing Program

The O oy Boatd Asmissions Testag Progrim (ATP) &
des g e <L hkiens igh schools coleges vt
Stes 401 s0holatsh D peograms with POISCCondaty edu
CATONA L, AT g I JeCHION MAking and o frovke A
Channe U LOMIMUNCANON HETWEEN SEXIONES 4T these in
sthdons Bagause the subpect matier of hgty schoot
LOUT s WAL as G a0 Stndrd vaty witely the ATP
16716 Nive DOCN BV ROPE 10 PXOVICHE® A € TN0n SLandar
NS AN TN Qludgetstt €an De companxd

The ATR coruicts of the Schotishe Apttude Test (SAT)
tne fed o Standard Wetten Enqgish (TSWE) the Acheve
ment Texs and the Studenl Descrpave Questonnade
(SOQ1 Crasely redated to the ATP are the Stixdent Scarch
Servce the Summary Reportng Scrvce ands the Vaikity
Study Servee

Tre tosts are geveloped wih the assstance of expen
ence N Gh SChoo! and cotege 1eachers who set SPectca
10ns and ey ew the content Metculous care goes nto the
AIRG Prefestng research and evakuaton of each of the
tests Rgorous adherence 10 standards s ma ntaned
Mroughout the adminstienng Sconng  and 1eparting
phases 0 the program  There are no 3Ge of Grakie resine
1015 10f 1ar ng the tests and all of them are avadabie o
students wth handCaps Most students take the tests dur
NQ NATONA 3JM N SUALGNS i e Jumor 3kt senor years
o' seconciry schont Some cotoges have special arrange
ments for testng shiients who have not tested betoe ap
pivirg (See Testng on Campus page 8)

The Scholastic Aptitude Test

The SAT s 2 2%2 hour multgie choce tost thal medsures
O2veloped verba' and mathematel 1easonng ate tes e
la'ea 1o successtul pettormance i cotioge It s ntendied to
suppiere |t the secondary school record and wher infor
mat €n about Ihe student in assessing read ness for
CONOOL tevel wotk

The Test of Standard Written English

Tre TSWE « a 30 minute multple chooe test adminis
tered w th the SAT The TSWE measures students abidy to
recogn. € and use standard written £ngish Scores can be
used by co'eges lo haip place students i appropriate
frestrman Enghsh courses

The Achievement Tests

Act evement Tests are desaned to measure knowiedge
ang the abity to apply thal knowsedge i speeiic subect
arcas Acheverrent Tests arg mdependent of partculas
texibooks or methods of instructon  Although types of
Questoms change [tte from year 1o year the tests do
evolve lo re"ect Genera' trends n high school curnCuiums.
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SubrT Areas T ers $0W appic i 1o 00 0o

Achevement Te<ts we gvenn Eng' sh Composton L
e Amnen N Haloty 1 Socat Stade Butopear
Hetory and Wortkd Castures M thermates Level | Mame
matcs Lese: 't French German Hobtew Latn Spansh
Buwloy Chem sty and Physcs Aldare on¢ Pou mutple
ho e tects with the eacepton o' e Liece s ver version of
the £ ng«h Composton Tt what 5 cot tosed o 40
mNues o M PIC ChOx € QUeons | ¢ JO mnu'e
£55ay AsSgnment

The Student Descriptive Questionnaire

The SDXY which is answetexd by about 90 percent of the
students when they regster o the SAT or Ach evemont
Tedts contans Guestons bout the <tuden’s background
high schonl coutses ang other euCatonY and Crtracur
HCUIA CXPOLENCES and pHans 11 COleqe stutty

The SDQ contr butes, 10 Qu tta X € and adm ssons by en
ablng indwvxiual shxdects 1o present a tvoader petute o
memaseives 1o caleqes than s conveyed Ly test scofes
a'one Students answers 10 the SDQ and the * seores on
the tests are the pnimary <oufces o' the jatles n the ATP
Summiry Reports 1he ©1 /0 K a'so 0ne 0F 1he $0urees ¢
ntormaton usexd n the Srudent Search 3erv ce to «dentty
students w th specHC Charactenstics dewgna’ad by pante:
Pating CONGGEs Ak SChGAIrsh © AGeICes

Note' Bocause the SDQ was new :n 198586 stoents
who corpieted the SDQ pror 10 Octotser 1985 and who
wsh 1o have SGQ nformaton teporied 1o coteges must
compiete a new SDQ (i they reg ster to test a3an) of sub
m1an SN Updae Form nctuded 0 summes bu'k shp-
ments lo secondary schonls

Score Reports to Students

Approxmately tve weeks ater the tost date students
wil recene ther student report ca'ed the Covege Plan
g Repoet 3 two page gocurrent that integrates he s test
SCofes with key informaton atout themselves and the col
leges they are consdenng Designed to help students un
derstang that thev scores are only panl of the college
entrance pcture Cottege Puann ng Repots contan sty
aents current1est scores {expressed both as numbers ang
as ranges) prcvious SAT TSWE and Actrevemenl Test
scores on record natonal and sta'e prercentic 1anks sec
ondary schoot courses dand graades and informaton about
INC coteges e stixients 3es.0Nated 10 16Ceve SCOMe 16
potts (See pages 81o 11 for a compiete desct plon of the
Coreae Plann og Report and a sampic report)

Score Reports to High Schools

About five weeks after the test da'e hgh schools re
ceve al no cost o Cotege Counsel ng Repont for each
stugent who gave that hah schoo! (ode number when
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AR AN COTOGE YN 1 WL 1 01 e SIXG The od
OGRS L3 GRA'CT by e SRR e e i gty
Fe Ao fted (T Covee Co o g Regert s e
SEBOI I ON B > g a0 e repert nVeAr s
O pge td)
MATITOD Nyt S hou s feve ve

! kdent

o TWO DICSSLIL SO The Al for e xh M tent (on
TING LUTEnl IRt SCOre Ul 1metyt ot et anent
SO0 TeCId retenlion. Seites e reparted 1, thiee
€ 31°0m on these itk SAT L@ bal sutsc Yos e
ORI s e dats Nonstogant g in nslratons
1140 350 Notey

Scure rosterc apratated fats of ctudents by grave
level contanng curtent scores sea and etinc

Aroun) Mar e SNt 10 SChooms e each admn sl

ton Students who ante absent o WHOsSe scores are

Selayed Ot any 1 1en wel be «Geny e oy on the

woreroster Cumital ve roctors wi b sont 1o Sehows
VJanuary ana dure

HGh sehools and ~choot s uts dso may purhase
magnet e 1apes contan ng e ach students SAT ang
Acteven ent Tes! wcores Tresg reporte are ot akor
Oy test M nalral On ot noiude scores from orey ous
fest aa'es gs we’ as SDQ responses

Score Reports to Colleges

About ‘our weess atter each ‘est dye coltoges receve
1epOrts 10t Al studerts who ndcated thal the f test scores
be sent 10 1 Coveges NAy 18QuUEst tepults n one o the
tolowng ‘ornats wihout charge Addtona’ tormats are
avalable 'or a fee

¢ Tre Colege Admssons any Agvsng Repor con
fans naddabon 1o the student$ current and previous
fest sCores and academc protie a student
IN'OIMA"ON SECLON Use'U! fOr pacerment and ady s g
Durposes (See page 12 and page 131017 foracom
p'ete deschipton and sample report )

Magnelc tape con'a ns ar e ivormaron on the pa
per repons

® Pressure sens tive tabe's Gve current ang prevous
test scores reported as two dgts

Pressure senstve mai ng fibels Lontan only the
natre and address o the student (Ava labie only ds a
second opten )

Further in‘ormat on about scote report ‘ormats is ncluded
in the booklet 1986 87 ATP Scose Report Options whieh
co'eges receve Gur ng the summer

After each test admin straton col'eges that recened
scores for 5 of more students wil rece ve summary stals
tcs on scores reported These Summaty stalst ¢s provide
dstnoutions means and stangard deviatons for the Sty
dents who requested that the r scores be sent In addton
€obeges a'so wi rece ve a Trend Data Report that nludes

4
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The Student Search Service

The Suatent Search Sevy ce s ve (o €G0S And Gov
nmenty <ch rhip Do IMs o sertty ng stucen's
WICRHEN ChA IO BIeS pised on Ao aton the s'u
GRS 1ov (e N the SN Oy pos teaconcta v ONILLOnS
Boups JSsaC 1 OMs and consot 1 el G bin 10 Le ncluded
Lythe US Depa tnent ¢ Educaton o ts cotrent Educn
ton Deoctory Coreqes ang Uriersities qovernment
SCHOMash D anenc es ang Fostsen 0ngar, ns' iyt ons
GOuDy ASSOCAONS AN COMSONa At ate members of
ne Cownge Board are €3t 10 use e SEreco inctlu
tons partepatna A the Student Search Serv ce specity
Sludent character LIy n wheh they are merested sueh
33 0rade avefage A 13 150 0° tes! scores rienged colege
maor e'hnc b cagtound fegous pre‘urunce and geo
arapn ¢ loca'on They can then request the names and
dUdresses of students maich ng these <pogtcatons in
AITON {he ‘O'ow NG student N'ormaton « 10010 to
M sex 50C Al secul ty number bith date anc second
Ay sCchoo! It vktual *est scores are not reporied by ‘ne
Student Search Servce Part ¢ PANG Nt tLtoNS then send
these students n'ormat on on thed PrOQraAT s admssons
POLCes 1nanc 1 a d opporunties aa tr e«

Students ndcaie ther merest n be ng ncluded A tre
Student Search Servce on the Reqgsiraton Form About
80 prercent 0o 50 The Servce searches is Hes six 1 mes a
year-a%ter the Decerbet test 1or students who 100k the
SAT thsee tmes 0 the spr NG ‘Or Students who 100k the
Prelmnary Sctoolaste Aptiude TestNatonal Mert Schot
arshp Qua'ty ng Test (PSATINMSQT) the previous 13t in
tre summet f0f jun ors wWho toox re SAT in the prevous
testng year and a'so n the summer for UNors who 100k
Advanced Placemenrt £xamnatons (See Recry tng wih
the Stuatent Search Servce )

ATP Summary Reports

Each summer the Colege Board produces a seres of
teports summanzing ATP test scores and data from ¢
SOQ %o the prevous year s senor class who 100k the 1ots
Summary reports are produced for secondary schools on
thewr cotiege-bound senors and ‘or cofeqes on the sen
0rs who sert ATP score reports to them Segavate reports
A€ Compied on covege bound sen ors by sta'e by regon
and for the naton See the School Guide fo the ATP Sym
mary Reports and the Loliege Guide 1o the ATP Summary
Reports tor detaled descrptong

Because a new SDQ aas niroduced in 1985 86 some
students in the class of 1986 will have completed the olg
S0Q ang some the new SOQ Consequenty 4 wil not be
poss Yie o produce a fud summarty report lapes or coi
lege repotts on appl.cants accepted appicants enioil ng
freshmen or pers srers for the class of 1986 only abbrev)
aed reports wi be produced for ths ciass Beg nning win
e class ¢! 1987 a rew seres o' SUMmMar ; reports wil be
avalable
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The Validity Study Service

Tre Coege Board offers thes service without cost to ool
leces thal wish 1o evaluale how wekl thee agmrssons data
predct tner enrofied students ACAGOMC PeromMance
The service provides asssstance i setng up studees of the
predetye va'dty of high schooi records ATP scores and
oter n'ormaton ysed i the acmMesson and plaoemcnx of
stodents itaiso the
of hgh schodk grades and test soores Tor cgmamg st
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Explans the purpose of the tests and Contans examyyes
ot cach type of lest queston wih drec™ons explana
1ons and Samgie Questons

* Using Your College Pianning Repot (for staft use)
Maded 10 stugents wih ther score fepxvts Explans how
students can use the intormaton on thad repodts to heip
feview the 1 cotiege selectons Also descr bes the in‘or
maton repadied to coltleges and how 1t s used

* ATP Guxte for High Schools and Cilleges (for statt

gerts freshman year
nsttutons (See  Using Predctive Vaiddy srudes page
26 and Gute 1o the Coliege Board Vakddy Sty Service )

Administering the Program

Compigte ink gardng test dates reg
procedures tees specal arr, and sconng ser
ves appears m the Regrstration Bulletin Informaton to
he'p Counseions answer the Questions they are asked Mast
frequently 1s repeated below, with adgdtonal nstructons
1or specaa’ stuatons

Publications Sent to Schools
and Colleges

Dunng the summer high schools recewe a supply of the
pubicatons and forms sted bolow  Reference copes of

the publcations are aso sentto colleges which may orser
adatonal copes

* Reg stration Butietin tor the SAT and Achevement Tests

Adcttonat Report Request Forms (for 'stucdents who
need More than the one form they receve wih the
Admsson Tcket)

SOQ update Forms (for students who wish 10 revise of
update informaton they provded on the S0G)

* Schoot Code Poster (for dsplay) Contans the school
code number test dales And regstraton dead nes
There 15 a $pecal e3ton of the poster for New York State
and a specal edton 10f countres other than the Unted
Staes

Pubicatons Shipment Notce/Reorder Form (107 orger
1ng add tonal copes of Program publcatons)

Registering

Instructions for compietng the Regsstraton Form appeat
« the Bulietn and 00 the lorm tself The regstraton pro-
cuss inthe nationa! testing program s the same for the SAT
ond the Achevement Tests but students must submt a
separate Regsstraton Form for each test cate The ents
caton nformaton provided by the studerits 1s used 10 a¢

{'or dstrbuton o Contans the R

Form SOQ a kst of lest center codes in the regon col
lege and scholarshp codes state and county codes
and n'ormation on ATP procedures and servces There
s a New York State Edibon and an internationa) Edion
of tre Buretin n a0ItON !o the four regional edinns
(Mfnest hetn and Western)

Comprete List of Test Centers for the SAT amd Acheve
men? Tests (for re'erence) Contans o of the test center
codes n a% ed tons of the Bufeln

* Cocus for SAT and Achievement Test Score Reciprents
{tor re'erence) Contans a complete kst of codes for col
leges andt scholarshp progrars Upward Bound pro-
grams and members of the U S Senate andt House of
Representatives

Addtona Regstaton Forms and enveiopes (fof ste
denis who 1eg ster for agdtonal test dates

Taking the SAT (*or dsinbuton to students who itendt to
reg stet ‘or the SAT) Conta rs examples of each type of
e8! queston with drectons explanatons and other
genera' test taking advice and inciudes a sample SAT
and TSWE arswer shect correct answers and sconng
ASlEetons

Taking the Ach t Tests (for dstrbuton to sty
cents who inend 1o reguster for the Achievement Tests)

SCOTes 0N goore reports Rem nd the students
10 supply dentticaton nformaton exacty the same way
n i contacts with the ATP to avod delay or efror Co
sisten? «dentihcaton nformaton also helps colleges com-
bene ATP data with other .nformation they recewe about an
appicant

Special Arrangements for Students
with Handicaps

Spocal edtons of the SAT (n regular type large type
trakie and casse'te vers:ons) with extended festng tme
are avalabie for students wiah documerted visual heanng
phys<cal of leareng drsabibes Achevement Tests are
avaiabie only in regutar type but may be laken with ex
tended testng time Elgible students nay take these tests
attmes anangcd by the stucient and counselor

A second opton s avadable for tzk ng the SAT f sty
dents have documented learnng dsabives that atow use
ot 3 reguiar edton and a machinzscannable answer
sheet but requte addbonal testing me [0 such cases
students may take the SAT at the reg lar nalonat admns
1rat0ns 1n November and May at whch tme they wit be
aiowed up to one and a hait hours, of extended testng
tme Students who test on these Jates wil be able to order
the SAT Queston-and Answer Setvke (see Verdying SAT
Scores  page 7)
s
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FOr 40y o' the abovt. s angements, anydonts St g ‘ol
low the req sty on 1 scedures TESCTHed 0 1rorngton
for Stugerts with Spvcrs Neets wheeh (an be fequestant
10y ATP Sotv ces 'or Mandaa,ped Stickents CN 6226
Prnceton 1) 08531 6226 0f by ca! nq 60Y 771 7500

H a dsabity Joes not1equre special anangements or
extencediest ngtme 1y lents shou'd rea s for the 109
VAt NAN0NA' Program Srudents win fempotary 4sales
tabroser arm ot exImplel should teg ster ‘or 3 ia'er date
N N ORY 1ogr 110 un'ess ey ewd to meet 3= anph
CANON Beds ne ’

Other Special Testing Arrangements

Specia arangements are mace ‘or students who ‘or rets
GiCUS reasons canng* take e tests on Salurcday o who
lve mote 3y 75 mies trom g regutar test ng cenler ang
for servce personnel who wit be aboard 1 stpatseacna
feguar tes' da'e Yo wequest specia’ drangements sty
dents must

1 Compleie an submt a RoG siraton Form by tre regn
1at regstraton desd ne ‘or AOMestC Students of the
SPECa' recuests dead ne 1ot stuconts feshng catsde
the Unted States or Puerto Reo

2 Record test center number 01 000 as the tistchoce in
item 10 o the Reg straton Form

3 Enclose wih the Req sraton Form ang tees a letter ex
Planng the reason for the request A stacment sgneg
by a cergy men ber must ACLOMPAny a request for
Sunday testng A vtaiement $gnea by the command
ng oMcer must accompany requests by servce per
sonnel

The College Board a'so provies specal testng ar
rangements when schod spONSored activies ({for exam-
ple an aletc competton  debate ‘ournament  band
contesl) may prevent previously regstered cand.dates
from taking the tests af the fegularly schedued tme of
pace Students wi' be charged the tost center change fee
for swiching 1o an a'terna'e test daie i you know ot stya
10NnS that requ 1¢ specal attertion contact Cotiege Boarg
ATP (see ins«io front cover) no la‘er than 10 ca'endar days
betore the *est adm n straton

Fees, Fee Refunds, and Fee Waivers

Fees andt fee refunds ‘or ATP tests are Istedt nthe Regrs
traton Bulietn 1 students are absent from a st 'or wiich
they reg stered the Coliege Board wi refune the test 'ee
(mnus the serce foe) ¢ stuctents ask for ¢ Fee . cannot be
kans'erred Refund requests must be sent wmhn two
months of the schedu'ed test a'e Servee fe v are rot
relundatre

Fee wavers ate avadabic to ¢f gtle hgh sche o unors
and senors vho need 10 take the SAT or Ach evement
Tests but cannot atord the ‘st foo {Fee wavere are not
avalable to seventh eghth nnth or fenh grac ors ) In
stead ot the test fee a fee wa ver carg must e scbmtted
wih the Regstraton Form Al the beg nmng of the sehool
Year schools and specal programs such as | pward

L]

Bounct and commun by counselng agences are sent
Guashnes on et g bty and are atocated ‘e¢ wa ver cards
0N e bas s of the number they used the previoys. year

for .n'ormaton about lee wavers of acdtonal fee
waver Cards wrte of phone your Cokege Boarg Regona!
O'fce Make requests as carly as possble be'ore a test
AUM N sraton o that students can submt the 1 Regstra
ron Forms wihfee wi ver cards betore the late reg straton
deadne Senors who have et taken tne tests have pr)
0ty ‘ot ‘ce wavers Elgxe students may receive only one
fee waver for the SAT and/or one f0r Achevement Tests
which may be used dunng ether the unor or Sendr year
Fee wawers cover Only the basc test fees the SAT
Queston ang Answer Servce and the SAT Score Venfea
ton Servce they canndt be used 10 cover a a'e fee
standby tee aud tonal 1eports other service fees of pur
chase of The Corege Hanubook o Index of Majors

Fee wavers are avalabie to natonas of countnes other
thantre Unted States only ¢ they test nthe U S Puerto
Rco orU'S terrtones

Cumulative Reporting

1 students prov ge the same Gent ying .n*ormaton each
tme they regstec ther reports wilt contan cutrent test
SCOres and 3% previous SAT TSWE and Achievemert Tost
SCOtes from LD 10 11 prevous tost dates it s not possible
fo seng only the latest or Fghest test sCores of separate
1eports for the SAT TSWE or Achevement Tests If pre
VIQUS SCOTes JO NO appear on students 1epoits they
shou'd write 10 Cosege Boarg ATP (Attenton Unieported

(]

Additionat Reports

Students may request aod tona! reports at any tme by
comp-eing an Addtonal Report Roquest Form The tee
for each addtonal report s $5 00 A form S enciosed wih
the Admiss.on Ticket and a SUPPlY 15 inCluded :n summer
sh pments 10 secondary schools Coteges or scholarship
programs may oeder torms preprinted with the 1 code nym-
bers 10 send 10 applcarts who have not yet sub.mted offe
cal score reports

Bocause the SDO was new n 1985 stucients tested
prior 10 October 1985 who submt an Add tonal Report
Reguest Form fand who do not plan 10 test aga n) must
a's0 compiete a7 SDQ Update Form in order for SO0 nior
matonto be reported 10 coleges A supply of SDQ Update
Forms s ncluded n summer shpr.ents 1o secondary
chools

Adatonal SDO Update Forms can be 1equested by wid
i~g or ca'tng Covege Board ATP (See ins dp front cover)

Telephone Rush Request Service

113 student wants coieges 10 rece ve SCores sooner than
usud! ang 1 the scores have been rocessed (usuatly
about three weeks atter the test date) the siudent can catl
Corege Boarg ATP (609 771 7600} and request the rach
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SCOte fepat ng service: SCores will e sent 1o the collesges
and scholarstrp programs spected withn two worsng
days atter the cali The student wil receve a contymaton
copy O he intenm teport (whch contans (D in‘ormaien
a1 scores onlyy anxg wil be biteat $15 00 for thes servee
plus $500 for each report Compleie reports wii be sen?
o the <udent and colieges dunng *he next schedu'ty
processng

When students call they should provide kient “catun 1
1oimaton as recordod on it e Reg straton Form the host
recent 1est date and the names and code numbers o the
CO'eGes Akt SCholarsh p programs nat shauld recene n
te M reporis

Automatic Reports to
Scholarship Programs

Only stygents can request that ther scores be seet to
hgh sehoots coleges and scholarsh p programs  Scofes
for ad senots who attend high school in of who 1es.ge .n
Florda are routnely sent 1o ther states scholarsh p pro
@ram Scores for at junwors n Pennsytvana and for at un
015 0 Fnos who test between January © 1987 and June
30 1987 are routncly sent 10 those states’ schaolarshp
programs in Rhode Island scores are sent for % senors
who ake 'he test n November and Decernber 1986 and
January 1987 In Maryland the most ccent SAT scores
are sent for afl stae scholarshy apphcants i stusents who
Ive n o atiend schodt in one of those states do not want
her scores sent 10 the slate scholarship agency they
shoutd notty Coltege Board ATP UN 6200 Princeton NJ
08541 6200 by tre approprate date Florda and Rhode
Istand January 31 1987 Marytand February 15 1987
Pennsylvana May 31 1987 Minos August 1 1987 Sty
dents and counsclons in New York State should re'er to the
New York State Edition of the Bulletn for a nowce of the
special reportng procedures used for the New York State
Regents Schotarsh p Program

Changing SDQ Information

Students need to complete the SOQ only once (See
note besow ) If they reg:ster for a subsequent test date they
can update answers However they must answer the en-
tre Guestion because thed new answer wit completely re-
place ther prewious answer For example o they have
taken a ca’tuius course snce the fast tme they answered
tne SOQ and want to update thexr SOQ by nciud ng this
n{ormaton they must record alt thew prevous math
courses as wel as calculus even though they fecorded
these courses the 115t tme they answered the SOQ Thew
previous answers (o all other questions wi contnue 10 be
reported as they were 1o high schools and cotieges

Students can make changes in thew SOQ at any tme by
cating Cotege Board ATP (609 771 7600)

Note Because the SOQ was new i 198586 stutents
tested pror 1o October 1985 who wish 19 have SO in‘or
maton reported 15 cotieges must compiete the current
SOQ (i they reg-ster to 1est agan) or submtan $DOQ Up

te Form included in summet bulk shupments to second
ary schoo's

Verifying SAT Scores

The Coteae Board 0 ors twn swnd € P anahe oy
GONIS 10 verty M SAT moores T SAT Lo £y 401
ANSWE! Servce dnd e SAT S oo Vet S s

E er may o ordercd up "o ve manth gfer e e Cah
Stotants who gkt ¢ SAT 010 W@ U e VC U ot
e noshe Registrgon Buor ooy ondor 1o SAT
Queston 39d Ansaer Servee Thiy w e Mot AT
GueSHONS e COMMT  1sWers st o s S seut g
A A Loy O thet Tisaet sheet bor vt e 58T gdes
SWHEMS Gt v, 7'y thet SAT wrore Dy orderr e Sat
Seore Vertcaton Sorvee Tre SAT Soore W vaan See
VICe CUes a1 MAter a's provesed 'or e SAT Que o
AN APSWE! SOrvee  stit e ISt Questors A

form s o Using Your Catege Pore ng Report

For both the Queston and Ansaer Sotvee avs e
Score Verdeaton Service e seare resu s ca'ar e d by,
e stlents dsagree w'h the SAT <cores on e ” e
1EpOr! 1he Students May (eQues! 105007 71 0° e T answer
sheel 1 rescor ng Cor' M tha' w @rror Pad Leen Mg
(ESUANG A e ther Phgher Of IONET SLIMeT ha 15hose ney,
na'y reported) correctend reports w T e sent w ot
CIGE 1031 IECH NS O MO T org Nt L oS

Preparing for the Tests

For students 10 per‘orm o the best of the ab Iy Pey
shou'd hnow what the test s Aoy and Fow + L struCu ed
hoa 10 make the most ecant use o't 'mre iy o

atlack the d¥erent knds ol questons dnd when d» ed

ucated Quess us ng Partal know'edge s wenst e forths
123500 sludents shou'd D eNcoUraqed 1t study the mate
nal n Taking the SAT and Taking the Achevement Tests
ang lo compete the samplc questons that are noluded
Schools M3y ¢hoose 1o assist studernts i [he Process
through Group meetngs ard s uss un SE55 008 13 em
phasze the 'mportance of thss preparaton

Special Preparation for the SAT

For more than 25 years the Cotoge Board has ston
$010d 105earch on the e'ects of specid’ predatalon oo
grams on SAT score resuits and has supported
ndependent nvestgaton of ths tonce by others On e
bass of present knowledge the Codege Boarg nas pre
pared a stalement 1o assst students n Manng drC ~ons
about special preparation for the SAT A reprnt of It 2 Sla'e
ment’olows
The SAT measures dovelopod verba and mather1at ca'
reason ng abihes thal are 'nvolved 'n tuccessiu' aca
GOmC work in cobege 41§ not a test of some nbwrn and
unchang ng capa ty
Scores on the SAT can chanie a3 you devd'op verka
anxd mathematcal abidtes both 11and ¢ it of «ehno!l

Your abdtes a'e refa'ed lo the tme and eort spent
shord term Jrad and of smmirkg e brely o havs e ef
foct ‘onger ter prepatation thal develops sxi's and
abrtes can have grea'ur efect One kud oflunger term
prepatation 1$ the sludy o' chal'eng ny acadenc
CoLIses
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¢ Whie dt# and practce on sample test questons gener
aly resutin [tte et'ect on test scores preparaton of ths
kg ¢an ‘amiarize you wth derent types of questons
and may heip 1o reduce your anxiety about what o
expect

* Whether longer preparaton apar! from that avalable '0
YOu with N your reguiar hgh School courses 15 worth the
tme, et'ort, and money 15 a 0ec$0N you and your par
€eris must make fOf yourseives r6sults seem 1o vary con

y from program to prog and fo0 each
person wihn any one program Studres of specal prep-
aaton programs camed o0 0 many hgh schools show
Vanous resuts averagng about 10 poris or the vorha'
secton and 15 ponls for the mathematcal over ang
above the average ncreases that wouks otherwsse be
expected In other programs resuits have ranged from
no improvement 1n scores O average gans of 25 30
PONS 107 partcutar groups of students of parteular pro-
grams Recent studes of commercial coachng have
$hown a smiar range of results You should satsty your
seif that the resuits of a specal program or course are
Ikely 10 make a d Hference i relaton to your cottege ad
mssons plans

. the D300 for the SAT is 10
Sty wicely with erphass on academ< courses and
extensive outsde readng Sunce SAT score incroases of
20-30 points result from about three add tonal Questons
answered Correctiy your own ndependent study nad
Gton 1o feguiar academ< course work could resut in
$0Me INC:ease n your scores

/
Testing on Campus

ATP tests are avalable for nstlutona' use outsde of the
natonal testng schedu'e Col'eges and unverstes can
admnster the SAT TSWE, and Ach.evement Tests on cam
Pus 10 apphcatts who have not previously taken these
tests

Some cotieges that reed 10 know an appicants seores
mmedately for adi of pi have
the opton of sconng the answer sheets on campus For
fusther nformaton wrtte to Mutt ple Assessment Programs
and Setvces The Cotlege Beard CN 6725, Princeton NJ
085416725

Score Reports for Students:
The College Planning Report

The two-page Co! . ge Planning Report inchides the stu
dentstest scores informaton gven by the stor ont on the
SDQ and informaton provded by the €olleyes 1y wheh
the student is having scores sent

The back of the report conta ns informaron on the scor
ing process and the meanng of scores ang percentles
Accompanying the report s a bookiet Using Your Coliege
Pianning Repoit which expia ns the in‘ormaton receved

by coteges anxd how it s used It a'so explans how sty
dents can yse tre 1eport o review trer oot ege sefectons

The College Planning Report

Tre numbered sectons below and on page 9 re'er 0
£3r's of the samp'e Cotege Panming Report (pagos 10
and 11) *or Margaret Wnght a ticttious stugent The sam
e 1eport has cotrespond ng nuTbers to ndcale the pa t
of the report beny cxplaned n each of the fo'ow rrg
sectens

O Identification Information

Much of the nformaten in ths secton — partcutarly
Sex date of bsih and socal securty number s used to
retreve Margarets data rom ATP 1.es whah are stored
tor the Coi'ege Board at Educatona! Testng Servee Sub-
miss0n of het social secutty Number s Optonat byl 4 w ki
be used to he'p «Gent'y her record and aga scores  she
fakes ATP tests at another tre It may aiso help her hgh
schoot and the cotleges that recewe her scores to match
her record tothe r fies

© Test Scores

Ths section shows for the most recent admanstraton
Margarets SATverbal ang SAT mathemaical scores fe
ported both ac specd'c numbers and as score 1anges rep-
resentng one error of {SEM)
above and below her numerical scores (See page 19 for a
discusson of SEM ) The TSWE score bul no score range
1S @50 reporled here It Margaret had taken one or more
Achevement Tesis instead those scores and score ranges
wou'd have been reported here

Score Ranges The SEM rounded to ‘re nearest 10
£0 nis 1s 30 for Margarets SAT verbal score and 40 for her
SAT mathematcal score The score ranges are thus 450
510 for her verbal score and 460-540 for her mathematcal
score The scote range (of the SEM) «s determaned by the
precson of the test which is greater for some scores than
others For the SAT most rounded SEMs wil be about 30
000ts for verbal scores and about 40 points for mathematr
cal scores Some SEMs wil be smater partcutarly for hgh
scores Presenting the score as 2 “ange he'ps 1o dustrate
that the SAT score grves an approx.maton rather than a
precise measure of abdty

Percenties Margarets report also inciudes percentie
fanks that show the refatonsh p of her scores o the scores
Ot others n each of thice re'erence groups The percentie
rank tel's what percentage of that Qroup obtained scores
lower than Margaret's The percenties secton of the score
reportcormparesa students scofes wth the ‘olowng refer
ence groups

¢ Co'ege-bound senors (natona) — all students in the
1985 graduating class who took the SAT or the
Achevement Tests at any time whie n hgh <choot
Ths reference gror - ~tudes only the students n a
g ven years grad class and only the most re
cent SAT and Ach evement Test scores for each sty
dent ate counted
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Cofcgebound senors (stalé) = i students me
swenwhd\\Muoue!anevmm Who wer
985 class and ook the SAT (Sla!e
les are not gven for Achevement Tests )
high school sample — apmbab%nsame
of 3 high school students based ona
mmamdmmrmmsornoaom
983, (See A A, Table 10) St 0 the
m‘mmmmmwm
] tom SAT. '

Vs sidies. —
Mugare\‘sSATverbalmoM&OpmsmatmG?m
( Tablelo 22), at the Sdth ki
(5eQ onpooe percentis among
- college-bound senuors in her state, and at the 83d percen
nthe twgh schoot

of Toot Soores
Because Masgaret took the SAT and Achevement Tests
dutng wwyeanhe thed section of het 1eport shows
nol only her current SATverbal and SATmathematcal
“scores, inchuding her verbal subscores and TSWE soures,
but 8iso $Cores for the SAT sho took n May 1986 and for
Tests taken v1 June 1986 Results for
Achievement Test

MaroareuookaATNtrsnmasapno«(an
andmedlowermbommc verbal and the mathernatcal

-essand

quostons. Scores on the two lorms can ba compared de
tectly and ikerchangeably Subscotes are not reported for
the essay part of the December test.

-Specitic percenties for Margaret's scozoSson e
Achevement appeared on the 16PO Sha
mmedately atter me Jung ack t

percenties appear o Tablo 13 on page 24 )

Note 1 an astenisk appears nextto a test date w secton
3. a mossage about the scores for that test date 1s proted,
mmediately undet the sechon,

om

Sec:wlandsdv\ecwegeﬂmnepmalow
Mawalodmmmemmmstm\mdonher
$DQ s accurate and up to date -

@ Plane for College

This secton, also compied from the SDQ, shows Marga-
ret's dogree godJ, ﬁﬂmolmapl.andmedegveed
certanly of her rst chocs {SDQ questons 20-22) She
alsoowdhavelsledwlowm«op(wuhermam
[K0e] 23-26) U , 8 St

ng and ¢
Undet Preferted Coueqecwwemcs, aAshugent can
dicate such prelerences as locabon, size, and reigous af-
fiaton (questons 14-19). Under College Programs and
Actvibes the student can indcate 3

voh 35 SCOM@S, extracury,
actvtes, and 5o forth — are indicated This secton heips
Mmelmkeepammwmv;:’ww‘onuw

admuu(ess!aledbyhoeoﬂegesshas
terestod .
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Score Reports for High
Schools: The College
Counseling Report

The score report 1or high schoos (Bustratedt on page 13)
conans on a sng'e 7Oy 11.ach torm most o the n'or
MA00 NECEssary 10r 3 COPEQT COUNSEINg sesson Used
with a shugent s Cotege Planner Reoot @ can hefp tre
COUNSOIN AXCTCASE e SIUdRNES . 1/ ATENesS O th e range of
cducatonal oppoftuntes avalabie Atter the stugent
AVES the SChost Ihe repoft remans a source of nforng
10N 107 rESeArch arxt Satstca’ resxwts

The Corege Counse! ng Report conta ns most of the n
formaton found n the Col'oge PAnnng Report wih m oo
varatons n formattng (Note o.at the Covege Counsetng
Report includes the studser!'s test center Txg rom the
most recent amanstraton ) For 4 gscusvon of the e
BONS 0 XICNLHCATON AOIMALON 1052 00reS eoucal Ina*
background ans cotege plans see pages 8 and 9 Sec
ton 4 wheh s unque 10 the Cotlege Counsel ng Repont
£sts the COFEGES and SChORMISh P PIOGIAMS L *0 At 0'
eght 1o wineh the Student se3t 5Cores ‘rom tne most *e
conttestng

Using the Report

A COMPAnson of het OHOCILE evaua'eNE Ankd her sy
14t Ons A’ kSIOG On the report can hep the counseior
probe MarGarets reasons for her staled educatony'
chocos and ¥ nECessvy fead het to SoMe ateraton n her
thning With the teport s heip the counsc «of can ask |
She anare of her potenta.” IS she gne ng spCa’ tarents
of nterests? Has het hgh sChoo! program adequately pre
pared hee for the cotiege reg men she plans 10 pursue?

The counselor €an as0 Jeterm ne whether MarGarets
inferests and pre‘erences ave r¢f ected n Ihe colleges to
whoh $he s send ng bet scores Do they tefect the sce
locaton of tehQous a1 ahon she nas indca'ed? Do they
ofer the types of academic and extracuircular programs
that her high sChoo! ¢areer reects?

Finally the report can help the counscior montor
whether Margaret has had score 1eports sen® to the col
w0Qes that interost her

Explaining and Using Score Ranges

Her counseior 1$ in tt @ best poston 10 holp Margaret
and her famdy understand the meaning and i mtatons of
test scores  The concept that an SAT o Achievement Test
SCOre Can oy approxmately eva'uaie Margaret s abity
#2010 Grasp with 3 $pECHC numencatscare The v sudt
izaton of the error of meas t—score
ranges -a'ong wih the explanation on tre back of the Col
lege Plann:ng Report shouid help

Alhough the precse score 1§ not an aosoiute represen
taton of Margarets abdly the range around ths score
tends to be a very good measute Unless there s a com
pelng reason to thak *hat Margaret had some specal

\I4

105

probem wiha g ventest 48 unthety that her score woud
128 MUCh Outs'Ge the Ofg N SCOFE 1Ange 1N a tew MONINS.
tme Counseiors Can use his know'eage N startng early
COIEQE PlannAg with uN<x tost takers and 1 advisg
about 1etestng ospocady o the student as 1akea 3 test
several tmes wth samdat resutts

Additional Counseling Materials

As an adunct to the Colloge Plannng and Cotege
Counseding Reports Margaret should be encoutaged to
aval herselt of tho many servoes and publcatons ge
SGNEXS 10 help her and hee famiy plan for cofoge Ma‘en
a's produced by the Codege Board ncluce The Cokege
Handbook and Index of A, ors ScoveSense™ and Colege
Lxplorer™ (mcry P programs) dovisual ks
and humerous pubicatons For a complete kstng consut
the 1986 87 catalog avalatie from Corege Boarc ATP CN
6212 Prnceton NJ 08541 6212

Score Reports for Colleges:
The College Admissions
and Advising .teport

The score report for cokeges Contans a wealth of nfor
maton about potental canddates wheh can be used be
tore and dunng the apphcation process and a'ler
eroitment for placemont and advisng  The name  Cot
tege Admessons and Advisng Report  1€f16Cts &s use as
more than a source 10f tost scores

The two page form whieh 10ids info a standard 142 with
the stuctents name funnng across the top ncludes both
SCOMES and student 0escrptve n‘ormaton compied from
e SOQ The other coseges ¢ any 10 whieh the stuoent
had sCore tepotts sent are notksted A sample reportis on
pages 14 and 15

Tne College Admissions and
Advising Report

O identification Information

Sex dale of buth, and s0cial securdy number (0pHona’y
wiently student records I students request thal updated
1eports be sent to coleges at tmes othey than schedu'ed
release dates companng the report gate date of SDQ
and the 108t da'cs helps to detormine wheh informaton is
current Tho telephone number enables admesons ot
ceis 1o communicate quickly with a stutent for recrutment
putposes o for foliow up on an ncompete apphcaton
The state and county of ressence provie heiphul informa
ton i the colege wants more geographc dversty or f the
slate of the county is 0ne 10 wheh the cotiege intends to
conduct greater recrutment ach vity A report showng that
the student s address d¥iers oM the student  legal resr
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omoe(sbomﬂmeoountysod-on)maybeaneuw nd-
€aton that the student needs to & to

tke - arerenortedt hete with graphas that show how fong

cstablsh resdency for Cettan publc insttutons Cdwen:
shp status can bewefdlamdyw\gﬂmusdg!xeloc
QoveInment sponsored Wancalk opportunties such as
0ans grants and work Study programs, of for request ng
i  00x A rehgous atthaton of
Pre‘erence ant ethnc idently which aro ndcated only '
the ATP Score Report Optons
N specabzed recrutment For
colleges may wish o inkorm students of the avad

ably of sprcial nterest groups on campus

6 Test Scores (sse College Plenning Report)
© SummryMTqu(mOonogoPhnmng
Report)

© Educational Background

The seit reported dems in thes secton of the report are
900d wuicaiors of a potental kor college work Grades
€lass rak honors courses, and expected years of study in
certan subyects a refoct the student’s mntovest in koarn [+]
and res20nse to learning opportumties There s also a
Secton wih specic informaton on the student's course-
work and experience For example for somo nStubrng of
courses of study 1 mght be essental to know that a sty
dent took ca'culus not gust four years of mathematcs

Honots courses may be consdered for placement or
credt o0 as wies of Adk oftcers
M3y gve cutra weght 10 good grades in honors coursos
becayse they probably tepresent a consderable levet of
Xhevement 1t 1S also useld for admssons ofcers to
know about the schodl the student attended U, for exam-
P, a school offers a number of Advanced Placement and
hono'scousesandahnghpetocmagoolscno:saner-d
colege Jower grades and class rank mght be anceptable

ThclmngnsdwuogmaMQvaOescanbeom
sdered n conunction with test scores to dotermne
whether the student’s intended maors and educatonal ob-
JeCtves are leakste Ha student's grades scores, andhgh
school program N math and
SCEnCe, ‘of exampie, 1S the designated career one in
whchmesoabueswnbompoﬂanﬂuasmesmdmao
plod o coveges where traning n these arcas s avalabie?
Does the student have the subject matter depth necessary
!oclhccareevmmapcmcaled’)mmeommw Hthe
s!odentsum«ocdabmuacaroelovanw the coliege
may want to nform the student of acaduie and career
Opportuntes that are compatible with tho seit reported n
terests and grades

© High Schoot Information

The informaton reported i ths secton S provded by
the hgh schools
@ High School and Community Activities

Margarets cular - mnterests ac
tvtes oul of school learnng communty service and the

Marg. hasbecmnvdvmam’howmnmh«mwcsls
ate If she receved honors of served as an OCer ths s
350 nxdcated

@, Q0 Sports end Student’s Plans

Student responses should be shared with campus
Qrouns that mght wish to forward APPIOPNILE INTOrMALON
Students reved ng an interest in Spoets mught wekoome a
schedule of ntramaral athicte evenls  Students express
NG NAIESt 1N DATE PANG 10 GIHer aCtvibes coukd be sent
copes of the corege ksts of dubs programs
OF CURLIAl OF relgOUS actvies Of SOCW! Schexkies as

seems appeoprate

Ad : o Dlans can be lcoked
allosmuheymeoons-s(mmhmeshﬂcmshm
schm!g«adonm&msub;w 10 plan for curtculum
and sta't or 10 ndcate possible receqrt of separately re-
ported Advanced Placement (AP)
Level Examinaton Program (CLEP) scores in planning
recrutment actvly admessons oficers mught want to reex:
am ne how much credt the college offers for exammnaton
and how ctiectvely p e of
these oppartuntes Porhaps more students woukd be at
tracted i they could begn studies at hgher kvels of take
more acceierated courses

Using the Report as a Marketing Tool

Students €an send up 1o lour repoets 1o colieges as part
Of thew bas< test tec The informaton about students on
the reports can holp ‘ocys ther matketng and
recrudment actvites Fust it enables a coltege to dovelop
a valuabie st of orospects made up of students who not
only afe aware ot the colege bt have demonstrated a
certan levet of intevest

Then by match.ng a fow student enaractonsties dents
ted o0 the report with hugh priorty marketng interests of
the colege each insttuton can dovelop key ksts for re-
crutment The market designaton from the Encoment
Plannng Service is ncluded 1 the identheaton thock The
EPS market can be used in conunction wih Enrolment
?lannngS«vceuamodassfyscuacmsmsubnuSAT
scores nto EPS markets for foiow up and evatuaton of
recrudng Forinstance the nformation on the reporls wik
aﬁowcdfegestoomtywsmmmw
academc programs those looking for colleges of a cevtan
$7€ 0t Jocatan o those wh certan extracurncular expen
€nCes Of high schoot academuc rocords

Coteges who recove score 1eports i tape lormat wil be
able 1o use thex computers to separate students by much
more detaded criena

Using the Report Before Enroliment
Adm ssons otfeers can uso the extensve Informaton on

the report 1o assess whether the coliege offers what the
Student s seeking and whether there s a reasonable




chance of admsson. Recrus sent of potental appicants
can be more cftectve and effica. 4 students are provided
with nformation thatis tadored to « ex plans, aierests and
previous preparation as reveed 0. thew SCore reports

Inthe admissons process the ATF aport — oftenwiha
copy of the hgh schook transeript, the. “ompleted cotlege
apphcaton form letters of recomimenda n, and personal
nlervew evaluatons — S part of the 30 'ssons fie the
bass for the decson whether of ot to adm  *he student to
the nsttuton Although the high schoot recy d may play
the strongest role m thrs decrson ATP scores . e parteu-
larty useful because they provde a Common ya stick of
academc polental that 1s mdependent of the stude 4 s par
teular cutncukum, high school of regon

Using the Report After Enroliment

scores and the responses to SOQ
matter prepataton (such as years of study and courses
taken i wgh sChool), plans jor advanced placement and
needs for specal assistance  The repoet can also acquant
cotege personnel with the charactenstcs and witerests of
the student they wik be counsetng
Data valuable for plannng that invoives estenatng fac
ulty work loads and the demand on physical fackbes can
be extracted rom the report Knowng students housng
preferences can help the housng ofhce gauge space
needs for the comng year
Data n the Requested Services secton give an early -
dcaton of the knds of sefvices that woomw g freshmen
r)w\kmeywlnoed Depantment heads and special sar
t the n for plan-
rmg Vo' cuttcu'um and stalt establshing readng shilis or
developmentat centers gelerm.ning which counset
-nq areas shouid be strengthened and distributng avala
ble work study opportuntes

The Rellability of Self-Reported
Information

In making dec:sons based i part on seit reported mior
maton, colieges wil want to know how fehabie such data
are Evdence shows that student reported nformaton s
often as valt for ndvidual educatlional dec-$1ons as nfor
maton gathered n more expens:ive ways It as i the
SDQ, questons are carefuly worded oeal wih matters
that are relatively recent occurtences peftan to current
concerns and nlerests and can be verded answers to
them may be used with a degree of assurarce (See Using
Sell Reports 1o Predret Student Performance )

Understanding
College Board Scores

Co¥ege Board scores {or the SAT and the Ach:evement
Tests are reported on a scale of 20010 800 The choxe of
any score scale becomes meanngiul only as data are
compred fram the scores of vanous groups of students
fakng the test Users lear to understand and appreciate
Nmearmgolasouodﬂonmesamewaymalm
hase learned to and app!
of say 14 wches apvocessmal-spowblooﬂydm
measuring unds remain constant. In the early years of the
SAT the test was rescaled each yeat 50 as 10 provide an
average score of 500 Snce 1941, however, a constant
scale has been used that is mantaned thtough a process
known as equatng Soo:esoneacnmlotmonhesn

of the A Tests are cahbrated aganst pror
!oms As a fesult, diferent forms of a test such as the SAT
yeld scores on the same 200 to 800 scale, thereby en-
«hiing the user to compare scotes of students who take the
te,t at ditferent times  For examplo within the s of the
equ Wng methods empioyed a verbal scove 01430 on the
SAT \\day represents the same fevel 0! developed verbal
abity s # dd several years ago Therefore, studenls
SCores « an be pared from one
year to a sthet

10 additan to caltwaton aganst pnor forms, Achiove:
ment Test scores are mantaned by penodc rescalng
Studes 0 oGt to make scores from diterent tests roughly

ng may affect the p
omelcsxsc:nmosca!e my&vnoyea:dﬂefencesm
SCOres May be due to rescaling as welt as performance
Achevement Tests have not been rescaled snce 1980

Equating procedures are under continuous review A
1976 study verted that the SAT scale had not shited sub-
Slantally between 1963 and 1973 and that the score de-
clnes reporied nationally could not be attrbuted to a onlt
0 the score scale

verba! and SCOres are fep
for the SAT on the 200 to 800 scale SAT verbal subscores
for reading and y are tep
o0 a 20 to 80 scale (Note that averagng the two subd-
scores and muitplyng by 10 does not result :n the SAT
verbal score )

Reading are ob from
SAT read:ng and ques-
tons vocabulary subscores come from the ¢ analogy and
antonym questons Because reading comprehens:on and
vocabulaty ae dosely related the diference between the
reading and the
subscore for a student has low rekabity Only when e
diference between the two 1S as great as 9 pomls can one
be certan that there 1s a genu ne difference n the ablites
beng measwed

Scores on the TSWE are placed on a 20 to 80 scale
however because the TSWE 1s not intended to distngush
among students whose command of standard wrdten En-
g'shis considerably better than average the maximum
reported score 15 60 +
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Raw and Scaled Scores

Belore students’ Scores can be placed on the College
Boavdscale“vawsootes'nwboobum Each correct
amwuveoecveswma\dmmawaw\edb
omdied A for

g 1S then ap-
pled Focquesxmswmmmdws.wmmoi
8 pont s subtracted for each mncorrect tesponse, one thed
©fa pont s sy !
wm'wamwerdmom?ocemw.l.onamdes

i

Ly

F

tons wh 5-choce a Student has 44 nght,
32 wiong and 9 omiied, the resutng raw score s defer.  «
maed as foliows N

44 nght - ¥4(32 wrong) = 36

Rawsoaes!ueachmwlormo(a!csmeﬂacedonme
Coleqeeoardscalemvammcowabr-gn'ocess Table 1

aHicully from one edton 1o the next Therelore, a lower B *qu? -
i oo tan s roos e sk Measurement Chaticterisics of -

Sxample n Tabic 1, arawscoco! AP Scores |

Score of 430, whereas an casf form Analyses that provede about the

ment ch. st-csoiATPlessavepedo:muv\lMy
A scaled sco:eol?oodoesnar\eomariys!am!ova for each new form dealaob(u‘edlruneamnstanary
MAMUM 13w SCoce, o 1S the lowest score reported The $5 provide normation about the test's reliablty the gt
sca%dsooceolsoodoesnou\emanyslandtoww wtyandsooedednesslovmegrwplmd.andm
fect raw score A s the fughest score reported tnlercorretation of scoces fof the test components Tables 2
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10 4 provide some measurement characiorstcs for thice
recent editons of the SAT and the TSWE Table § provises
senlar information for the Achievement Tests

Reliablity

The precision of any test score 1s knted because 1 rep-
tesents only a sample of alt the possble Guestons that
couid be asked and because people perform at d¥erent
leves at ddferent tames for reasons unretated to the charac
terstics of the test Asedt

The consstency wih wheh the test measures lrue per
formance 1§ expressed as @ rehabidty coeffcent it nd:
cates the extent to whch an indwidua! would acheve the
£ame score on repeﬂson of atest Arelabity coetcento!
zer0 between a stu
dent’s relatve sland-ng vnt.h-n a group on two forms of 3
test whereas a relabity coetficent of 1 00 indicates per
fect relabity — students wltun a group rank exactly the
same on the two forms

The relabily data for the SAT scores in Tabie 2 were
denved from dem response theory (IRT) estmates of
standard errors of measurement (see the next secton,
Standard Ereor of Measurement and Appendix A) The re-
Rabity data for the TSWE and the multple-choce Acheve:
ment Tests included i Tables 2 and § were oblaned usng
the Kuder Rchardson Formula (20) wah the Dresset adap-
taton for formuta scored lesls Both rehabdty cstimates are

by ot se due to
mesampleofwonsselecxeaandmedegveelowhch
the questions vaty wn content The estimates do not taxe
-nlo account day loday differences n exammee behavor

me 1el-ablxy data for the SAT and TSWE are based on
statsteally tepresentative samples of unors and sen<rs
taking these tests The retabity estmates for the vertal
and mathematcal sectons of the SAT comprisng e
hour of testing tme for each component, are typ<caty

about 91 For a typcal TSWE, the relablty cocttcent is
about 89

The relabdty coethcrents shown i Table 5 for the one
hout Achevement Tests range trom 86 for Mathematcs
Levellto 951or German

Standard Error of Messurement

The most reatstc way 10 atow of the etects of normal
vanatons in the physcal and emotonal condtons of the
ndwduat the test sottng of the test content s 10 mterpret
scores asranges rather than 3s ponts The sametestora
dtferent verson o a test taken on dfferent cays would
prebably result i a slghty diferent score each tme if a
student were 10 repeat the test an nfinde number of tmes
a number of dtlerent scores wordd probably be obtaned
some hugher, some lower but Most wouks tend 1o Custer
about an average value  Ths average would te the “true
score  the score a student woukd earn o the test coud
measure ablly wih perlect retapity An index of the ex
tent 1o wheh students obtaned scores difer from thes

true scofes 15 cased the standard enfor of measurement
{SEM) The SEM for a gwven test can vary at diferent
places on the same scale For exampee the SEM for SAT
verbal scotes s approximate'y 30 ponts for scores 200 to
670 and about 20 po.nts for scores 680 1o 800 win the
average SEM being about 30 points For SAT
mathematca! scores the values for the SEM are approw
mately 30 ponts for scores 20010 330 40 ponts for scores
34010 530 30 po-nts tor scores 54010 700 and 20 pon',
for scores 710 to 800 This results in an average SEM for
the SAT mathematca! score of about 35 ponts The SEMs
reported for each ATP test are wn effect an average of the
SEMs for that test The SEMs for ATP tests are reporled
Tables 2 and §

The SEM for the SAT verbal score s approx.mately 30
ponts on the 200 10 800 scale Th s means that twothsds
of the students taking the test wii obla n scores within 30
ponts above or 30 ponts below {one SEM) ther true
scote For example f a student has a true score of 430,
the chances ate about 2 out of 3 that the studen! wil re
cewve an obla ned score between 400 and 460 {430 plus ot
moys 30} The score ranges shown on the $Cofe reports
austrate this concept for students counselors and adms
sons offcers

The SEM for the SAT mathematcal score s approx-
mately 35 ponts on the 200 to 800 scale For most siu-
dents this will be rounded 1o plus or mnus 40 ponts on
thet score reports The standard errors of measurzment
for the SAT verbal subscores are about 4 4 ponts on the
2010 80 scale for read.ng and about 4 6 ponts for vocabu
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fary The standard error of r easwrement for the TSWE s
about 3 6 ponts. For the al nultple-chorce

Tests, the SEM range 1s from a low of about 24 ponts for
mHeb:ewandSpansMosu.loahmolabomssm
for the Literature Tost

Error of the Daff

Users of test Scores are advised aganst makng fine dss-
tnctons between scores The standard efror of the diter
ence whh S reported n “ables 2 and 5 ndicates the
normal vanaton 10 be expec:ed between the scores of two
people on the same test cr tests laken af two different
tmes by the same person due 1o measwement error
alone Score i tiess than t § tmes th
eror of the dfference have ittio sgnficance For example
the standard error of tte difference for the SAT
mathematcal scores rs abot 48 when scores difter
by more than 72 ponts (48 « 1 5) can there be reasonable
Sg;\hdenco that the abites beng measured genunely

et

Speededness

Detated test suggest that ATP tests aze rela
welyunsoeeowlalhemaﬂyolmestudemws!edand
thal most scores would not apprecably improve  more
tme were allotted

A fest may be consdered unspeeded f vrtuaty ak of the
students taking # complete three-fourths of the guestons

£

and 80 percent reach the last Tha pérc

Question.
completng three-fourths of the test 18 3 more relable
caior than the percentage completing the fnal queston
because the

o k:lalbmuvee e
were sighlly speeded for some students. percentages
completing thieo-fousths of the sepasately tmed SAT and

TSWE sections ranged from 97 10 100 {sce Table 3)
$o'meAmvvmnﬂests.merangem96to100(see
lable 5) )

Anothef iicator of speed inckuded i Tables 3 and 5 15
the average number of questons not reached by each
sampl; of students Fothesepaa:eiylmedsnverbd.
SAT.nathematcal and TSWE sections, one o two

ment Tests ranged from less than one for German, Latn
and Laerature examenees to approxwnately twee for the
studenls taking Amercan History and Socal Stuches, He-
trew, and Spansh

intercorrelation of Components

The e of the adterent ol the
SAT and TSWIE for a typical form s presented n Tablo 4
The corretabon coetficient between the verbal and mathe-




matcal scores s approxwnately €6, between the readng
and about 80 The

P y
fevel of for verbat and 0
gests that thers s some Overlap  tha intormaton pro-
wided by these tests An even grealer degree of ovetlap s
ndicated for the verbal subscores, suggesting that only n
sxceptonal %ases woukd students obtan very different

he th b the
muttple-chosce and essay components of the Englsh
Compostion Test 15 45 The degree of the relabonshp
rvied because there is only one €5say queston on whech
1o sample wrtng abdty But even ¢ there were more essay
questions, the cosrelabon between the two parts would oot
be perfect because some unque 25 wel 3s Seme common
skils or abibes are beng measured Thes relatonshp and
those ncled for the SAT and TSWE are typcal of other
forms of the ATP tests

Repeating Tests )

When students take lests more than once ther scores
usually change This change may be oue to the practce
effect, to academnic growth, or 10 other nfuences How-
ever, the most powerful influence on ths change ss the «m-
precision :nherent in test scores, which, as noted
P ssly, 1 nch d by the enor of the differ-
ence when two scores are compared Thus scors n-
creases or decreases can be as large as 1 510 2 standard
etrors of the ditference and stil not ndicate any 1eal difer
ence in the students abity

inthe case of the SAT an apprecable 1ise s unikely On
average, students who took the SAT as umors 0 spnng
1985 and agan as senors » fak 1985 wnproved thes ver
bal scores by about 15 ponts and ther math scores by
about 21 ponts Furthermore for those students whose
scores change when they repeat the test, about 65 percent
have score ncreases, whie about 35 percent have score
decreases. The higher a students ntal scores. the greater
the probabdty tat subsequent scores wil be lkowet The
fower the ntal scores, the moe tkely the subsequent
ones wit be hgher Among students 1epeatng the SAT,
about 1 20 gans 100 of Mote ponts and about 1in 100
foses 100 or more ponts

Tables 6 and 7 show the percentage of students wih
puor year PSATNMSQT scores at vanous levels who
earned SAT scores at vanous levels Table € relers to ver
bal scores, Table 7 refers to mathematical scores For ex
ample, the number “3” 1 the top 1ow of Table 6 means that
among the students with unior year PSAT/NMSQT verbal
scores of 68 to 72, approximately 3 percent earned SAT
verbal scores of 550 1o 590 i thew unior of senr year
The percentages m each row add up to 100 percent (n
SOME Cases Plus Of maws 1 percent due tosoundmg) The
cotumn at the nght side of Tables 6 and 7 shows the aver
age SAT scorfe for the siudents with PSATNMSQT scores
within each specfied 1ange

Tables 6 and 7 show that the studenis rnxx year of
senof year SAT scores tend 10 vary ¥ both drectons from
thew PSAT/NMSQT scores Students with PSAT/NMSQT
scores 1 a 5-pont range (Corresponding to a 50-pont SAT
score range) may eafn SAT scores that difer by 200 or
more ponts Ths tendency 1§ sighlly greater for mathe-
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1.30ca! scores than for verbal scores

In nierpretng Tables 6 and 7 note that the resuits are
someahat atfected by the bett shaped distnbytion of
Scores on the PSATINMSQT The tarther the PSATINMSQT
seore 1 fom the modio of the dstibuton, the fewer sto
aenls get that score For example, among the students
wth PSATINMSQT seoros of 6810 72 there wil bo many
mare sccros of 68 than 72, Smiarly among those weh
sco't‘z;o:mloaz there will be many more with 32 than
wih

Yauessaishowmowoemagesdslmmswm
ot year SAT scores within vanous 1anges who subse-
Quently eaned senor year SAT scores at vanous revels
Table 8 re‘ers to verbal scores, Table 9 refers fo mathomate
cal scores The mierpretation of these tables « smdar to
thatof Tables 6 and 7 For exampio, the number *1 ' 1 the
top row of Tatle 8 means that among the students wiy
unor year SAT verbal scores of 680 to 720, approxsmately
1 percent earned SAT verbal scores of 550 10 590 1 ther
Senor year Thaoohmanhelmlo!eadnab!eshows
the average senot year SAT soore for Students with punor
year SAT scores at each speched levol

The spread of senr year scores 10r the students i each
nOryear score category 1S substantal though smater
than whea the categones are based on PSATINMSQT
scores Students wih or year scores i the same 50-
POt nterval may have senoryear scores 200 of more
PONS apart Agan tho statstcs in Table 8 and 9 refiect
evects of the best shaped score disirbution. The highest
categoty nCludes many more scores of 680 than of 720,
theiowes!u:ego:ywudesmesouesowmmanol
280

At a specie high school, the average change n scores
to:studcotswho:epealaleslmydnﬂclsubstama!y!mn
the average change of the natonal group smply because
of the samping etror present n smat samples

inthe case of an Ach Test, which gned to
measure a student’s knowledge of a subyect, score i
creases may resut because the student has studied the
subsect for another semester of two

Using ATP Scores

The fofowng suggeshons, which are far from exhaus-
o are ‘Nlended 1o stenulate ideas that wil yiekd the great-
st benett kom the reported data (See Appendix C,
Guudetnes on the Uses of Coliege Board Test Scores and
Related Data)

SAT Scores

Whenscuesoromevda!aaremedlotseleclm(loac-
oep(asludemfuadmfssmulopevmen(tymoapalwv
ular course} it is important that thoy be valdated
penod<cally most appropnately through a validty study, to
nsur that they predict the expected outcome at a lavel

for the inst ' putpose Every
three years s a generally accepled standard A vabdity
study also provdes the relative weght that should be gven

2
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10 scores and other data n preg<tng how a partcutar stu-
dent wil petform 1or pxample the weght to be gven SAT
scores and the hgh schodk record (o predit grade pont
average (GPA) the weghts to be grven Ach.evement Test
scores SAT scores., and hgh SChool record for admssons.
purposes, and the tevel of Achevement Test or 1SWE
scores that best predcts acceplable performance n the
partcular course
Some students may be anxous about the ¢ SAT scores
because they coud not answer al of most of the test ques-
tons correctly Tho data o Table 2 (page 18) may reassure
them For example, on the average, students answer only
about hatf of the SAT verbal questons correctly fesuitng in
a scote in e 410 to 440 range
Some students may be dscouraged by what they con-
sxer low scores Students tend to evaluate thed scores i
the bete! that the avesage Coflege Board test score 15 500
A review of Table 10 (page 22) wih the student may be
heipful pontng out that an SAT verbal score for example,
of 500 1s at the 87th percentie of at high schook senors
and that a 370 score approximates the medan score i the
students concern centers on the gd'¢rence between his or
her scores and some other students the data n Table 2 on
the standard esror of the dit‘srence can ndcate f the dter
ence s bkely 10 be el or smply the resudt of the mprecr
sion o! the testng procoss Fcr example two
SAT mathematcal scores would have o differ by more
than 72 ponts {1 5 x the standard of efror of the d¥ference)
for one 10 be reasonably contdent that the higher score
tepresents more hghly developed mathematcal apt tuce
Students sometimes repeat the SAT i the hopa of wm-
proving therr score and they wonder whch score wil be
used Most admissons oficers consider al the scores in 2
student’s report However, some admssons othcers prefer
10 give students crodit for thes best performances and use
the highest scores The student who takes the SAT two or
Yiree tmes wil probably recenve at least one score higher
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than the score of the equally capable student who takes ¢
only once Wren admssions offcers use only the highest
scores, the stadent vho can atiord o take the test only
once mght be at a dsadvantage compared wih the stu-
dent who has taken the test more than once

Some admssons offcers preter to use a students most
recent SAT scotes This thoxce may be less subject to error
of measurement than using tha tiudents hghest scores
The most recent scores may better reect a students cur
rent abdty

Other admessions oficers caiculate an average of a¥ the
students SAT verbal scores and an average of a¥ the SAT
matrematcal sce.es This method may be the most equia
bl of the threr: if scores span a short penod 1t may be
hetpful to compare SAT scores with the hgh schoot record
Unusualy hgh SAT scores and weak high school recorcs
may indcate able students who have not apphed them-
seives :n high school Very iow scores and strorg hgh
schook recofds may ndcato students who work hard and
achieve thiough perseverance Other data such as
teacher and counselor recommendatons may be needed
10 assess accuralely students’ read ness for a certan cok
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The booklet Taking the SAT contans a sample test an-
swers and a table g wng percentages of a rancom sample
of students correcty answenng each queston on the May
1983 SAT and the June 1981 TSWE The booklet also con-
ains sconng instruct ons and can be used to ga n a Cleater
Wea of what s tested and of what a score represents.

URTEEES

e

TSWE Scores

Studes have been conducted that demonstrate the et
fectveness of usng TSWE scores in coflege placement
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Wih the of 15 freshmar. Englsh
course grades and TSWE scores were obtaned for over
4000 students A comparmson of the grades and scores
showed a substantial relabonsh, with over 90 percent o
those sconng in the highest score range on the TSWE hore
g an A of Ban treshman £ COUrses,

A second study concentraled on the relabonshyp be-
tween drect measures ol wring abidy (essays) and nck-
rect measures (multiple-choice lests) ke the TSWE

Jable 14 on page 25 shows the relatonshep between
TSwe scores and the percentages of students wiang
above-average essays before instrucbon. Of the students
wih the highest scores (60+), 85 percent wrole sbove
average essays at the begwng of an Englsh wrbngy
courso

These studies and oiher data oblamed n the admmnestr s
100 of the test contirm the appropriateness ol the TSWE n
terms of d¥culty and of discrmnating powee The fast
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grade the tme tag may place the student at a dsadvan-

1800 1f a student takes the Achievement Test n Chemstry
belore completing the course of study. the student  8iso
at a dsadvantage !f 8 student takes the same Acheve-
ment Test more than once, tha score for the test taken clos-
st to the complebon of the course would presumably be
more nAiCatve of the hghest achievement level attaned

and
Muwmdlwwswmwm
mohmwmmo tvee awmyeatsolswcyuseu
for student bassoiyea:so(
can be oblained by wribng Colege Boa
ATP (se0 ws:0e front cover)

1 the ddterence between the scores earned by two difer
ent people excoeds 1 § tmes the standard error of the df
ference for the test (see Table 5 on page 20), one can be
ressonably confident that the higher score reveals greater
ably of achevement as measured by the fest A afor”
ence of fewer than 66 posnts n the scores of two students
on the Biology Achievement Test, for example should not
be considered sgrehcant.

The comparson of scotes earned by two students on
Achevament Tests in diferent subjects s 8 more complr
cated matter Athough every Achwevement Test score s re-
ported on the same 200 10 800 scale, ncwdudl scores
earned on diferent Achevement Tests are only roughly
comparable 1t s best 1o avoxd companng scores eatned
by dHterent students on diferent Achievement Tests

Scores of Students for Whom
English Is a Second Language

if English 15 not the students frst language, exercse
pdgment i estinating how much a mited facity wih the
language may have attected grades and test scotos Ak
though no clear-cut pattern holds for students trom every
partof the world students from outside the Unted States
oewuydobenarmmomamalwmmome
SATand on Tests and the sc-
mwmmmmmwmmamwm
TSWE, and the Actuevement Test in English Composton
Performance on the foregn language Achievemernt Test
speche o the student s natve lanQuage may reflet tacters

soore may not be a signdicant predicor ol ovesat aca
demc pertor

The Testo! English as a Foregn Language (TOEFL) was
desgned 1o help assess a forexnbomn students grasp of
Englsh Performance on the TOEFL may serve to help -

terpret scores on the TSWE or on the verbal sectons of the
SAT For example, € a stuctents TOEFL scotes arg low and
the scote on the verbal sectons of the SAT & also Jow ¢
may ba wnferred that performance onthe verbal sectons of
the SAT was probably alfecied by the students deficen-
ces o English Fol tfurther n!otmahon about the relaton-
ship between H as d by
TOEFL and performance on the SATverbal sectons and
the TSWE see TOEFL Research Report 3 For nlormaton
on TOEFL test dates and center locatons, see TOEFL Test
Center Reference List

Counseiors and admissions othcers should also be aert
fo the problems of students from countnes other than the
Unied States who speak excelient Engl.sh but who may be
ata disadvantage bocause of thest untami.ardy with testng
methods in the United States and because ATP tests natw-
raty refiect a Unted States cutturat background

Scores of Minority Students

The College Board makes every attempt 10 ensure that
test content s as [+ as poss.ble 10 ak groups A sensitvity
review has drawnup g for the types of
minonty tetevant content to be ‘ncluded n the SAT Ths
committee also reviews tests to elumsnate questons that de-
pend on words that may have ditferent meanngs for van-
ous groups Pretminary review helps 10 elminate the
wnclusion of brased questons into fnal copres of the test
Statstical analyses are routnely petformed 10 iientdy

o types on wheh e df
fers for diierent groups of students

Admissions officers have found R a wise poicy 10 ensure
that members of mnority groups are not excluded on the
bass of test scores alone Other factors such as hgh
school grades, strong motivaton, and maturity of putpose
canindicate a potental for success

Vahdly studes conducted by indvidual cotleges nd-
cate that the test scores usually are very usetulin predct
ng grade pont for Each
college 1S encoutaged to conduct ts own vaidty study for
maonty students
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Scores of Students with Handicaps

The ge "N Ady ™ on a report
andan astersk nextto atest dale nchcs.  at the student
lo%khelcs(namdmm

Mwmdwmwwsbmb
masmae the impact * an ndmdual handcap n the n
Sduaton 50 that students can domonzrale her academc
ablty

The ndwndual Crcumstances that requre specel st ar-
fangements are so dwerse that g College Bowd & not
abie 10 prowde ntorpretive
carned i nONStancard admuwsirzabons. The total number
of students wih handicaps who have taken specel ed-
mdm&!smmmwmmn
grven colege 1S Smaker stil, S0 the correlahons between
test scores and the hest yoor averages of these siudents
have not been estabiished The norma from standerd ad-
mastratons publshed n s Gude may be a usekd refer-
once tat the usudl caubon that fest scores should be

only one factor i the la
b when the

Percentiles

Porconties shoud not be viewed n solabos out rather
S 3ddbonal lormation about 2 SUBeNLS 108t soores ond
what they moan in comEarnson with vanous groups of sty
dents For an explanabon of porcontia 1anks and of the
fekoronce Qroups, sec pages 8and 9 The porcontie ranks
of wo difteront reforence groups — for
womon — should not b compared Howover, he sealed
meslumdiuemwowsonmemwcanbe
compared

Using Predictive
Validity Studies

mmm:mw&m«\mnuo
GCing & siudents performance Ths, tundamentally is the
Pupose of he ATP tests— 1o sorve as precictors of aca-
demc

nky

5 Y
scores of students with handcaps are bang pe
(Sec ATP Servicos for Handheapp
for C and A

Students wih Specsal Needs )

and ko or

Scores of Adult Students

Sooceskomtestslakmmhmﬁvamsmn
Probably not good nidicators of a person's current abidy ko
G0 Colege work A person whose work roqurres varbel or
nam&csmesum:mmumm
pendenty may be better qualiied for colege work now
than at hhgh schoot graduation Alter five years, €18 recom-
Wmtmmmmmnmmm
on the oki scores

Awnm\soﬂwsmywmATPmmm
Ceved for adult apphcants are best evalusted n torms of
thew most recent expenences. High mobvabon and the

of Ka ae ‘conader
arons n predictng college perionmance Sor aduk siudents.

Ynemeanwo:esluai.ossuus(-osmmm
who 100k the SAT duning the 1981-82 school yoir are
shown i Table 15 On the average, acklts esrned lower
mathematcal scores than dd

n colloge  Such stormation has
proved helphd 10 admessions officors who can use test
scores along wih other academcc aspects of the second-
ary school record 1o prodict a student’s chances of aca-
Jomc SuCcess n

i
éégi

For colleges hat studed thew whole freshman
class. the S0 parcentie moukan, 8nd 10t porcontio va-
Sy Coelficonts wero akmost the same tor the SAT vorbat
and SATmathematcal scores. That s, the SAT verba cor
felaton was above 52 for 10 percent of the colleges, be-
twoon .36 and 52 for 40 porcent, botwoen 21 and 36 for
40 porcent. and hekow 21 tw 10 secoort The SAT ot

conelabon wes above whtowoeddlhccdoges.
percent, between 20 and 35

for high school record ard fot the

mmwmm’: of SAT scores were 48

42, respectvoly For makcs, they were 45 and 39
fornales, they were 50 and 46
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The vaidty of the *

plmally wew of
hgh school record and SAT scores 1s usually higher than
that of edher the high schoal record or SAT scores sepa-
ratoly For exampic for a% freshmen using the comivnation
of hgh schodt record and SAT scores 1arsed the medkan
correlation 13 over SAT scores and 08 over hgh school
record (Bocause the modan correlations i Table 16 are
rounded the dfierence appears 1o be 07 ) Athough such
MIovements May seom small, they represent an apnve-
Cable NCrease m the accuracy of academic predhchion
St greater accuracy i predeting college perormance
can oflen be obtaned by an apphcants Achieve
ment Test scores ether mdbwidually of averaged i addr
ton 10 hgh schoot record and SAT scores The avetage
NCrease i conrelaton s between 02 and 03 bringing the
ol ATP test scorg increase 10 10- 11 over hgh school
record
The ranges of high schoot grades and test scoes of
those who caroll :n any gven colioge are smaller than
those of at students gong 1o college Apphcants with low
Grades of scores are often not accepied In addton stu
dents wih € ther unusualy high of low Grades of scores for
2 given Coege select themsetves out by not applying As
the varabity among enroling freshmen on grades and
scores 15 reduced from that wheh woukt have been ob-
sened it the cotege and the studdents had not used frases

[y
D
[EpN

d 10 decxde who wit ervol at the colege the cor
rolabon coettcents are reduced Inthe extreme case of at
students at a cofege have the Same Grades of scores no
pregeton s possble Because there s even ks vanabity
wihn a colicge curhculum than for an entre lreshman
class valdly coethcients by curtculum are even more
restreted

Howover whenever the number of students s suth
Cently large coleges shoukd 00 separate studes by col
lege curnculum (especally bocause courses may dffer
and grades may not be comparable) sex ethng group
and other relevant subgroups of students Separate stud
105 woukd show whether use of grades and test scores s
far lor each subgroup and whether use of separate predc
bon equations mght promote greatet cquidy

The use of satstcal predictons based on the hgh
SChool record and whatever test SCores are avalabie yves
what 8 theoretcaly the best poss bie indicaton of the stu
dents cotlege grade fecord that can be made trom these
data Wih ths n‘ormaton avalable ‘or a gven appbeant
the adMiSSONS ofcer 15 free 1O devoie more time 1o con
$30nNg the schod! s recommendations and othee informa
ton about the appl.cants personal quat fcatons

For addtonal nformaton see Chapter 8 of The Cotiege
Board Te * for the & Aptitude Test
and Achievemert Tests
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Appendix A, Tables and
Their Sources of Data
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Appendix B. Testing Terms
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Appendix C, Guidelines on
the Uses of College Board
Test Scores and Related Data
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Bias in Testing
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‘This acticle sesks to provide an overview of the
scholarly research e test biso—how the questrons
bave been approached and what results have been
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ample, the large ameunt of techaical werk oa bias
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offects on the tet comstruction and deta gathering
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Sunts (wpecially these with high volume snd fre-
quent reviion schedules sech as sandardised
schisvement tests and college admussions tests) and
probably & L iap in test
quality. However, this work cannot be said to have
signiicantly clariied the public controversies or
% have resslved many imuss smsocisted with bias
w0 the pullic miad.

The Validity Besis of Technicel
Bias Approsche:

VALENTY AND TT3 PARTS
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proaches. When o best 300re is wned 10 rellect por- education! ademinion policies, ha weted thet “the

formance la some dumeln. whele sloction sysem s %0 be jntifed, nat the
thes the adequacy of the tat 2 & smple from tast alons® (Cronback, 1980, p. 103},

thet domain Is ot iswwe, sad the preces o As monburs of & sciontife Y. testing
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The SAT undergoes
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by Thomas F, Donlon

The SAT

in a Diverse Society

Fairness and Sensitivity

meticulous checks to guard against
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The SAT undergoes

ethnic or cultural bias.
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HEN THE COLLEGE BOARD intro-

duced the Scholastic Aptitude

Test (3AT) in 1926, one of the
objsectives was to provide colleges with
assistance in copin; with a growing di-
versiy among lpplhnu The
C ission on Py ] Tests, a
group of eminent psychologists, had
been given responsibility for evaluating
the suggestion that there be an AT, and
1t began its report in 1926 by citing the
changes in enroliment: “Statistic:
ceming higher education very plainly
show the numerical increase of college
population .-, The natural consequence
1s that many institutions have sought to
develop more adequate means for select.
ing from among the applicants those best
fitted to profit by the ovponun!m of-
fered." To provide “more adequate

ccurse, the College Board had been in
existence for over twenty-five years, and
annually offered a number of achieve.
ment tests But the Commission saw the
limitations of the Achievement Tests.
with their heavy dependence on cur.

the SAT, because it Was riot a measure of
specific prep it

attanment tn & very broad and general
way. came to provide a meaningful com«
mon yardsuck for facilitating the ap-
pnlnls of an everexpanding and in-

riculum. for lhese id

“In some cases,” they wmte. “fimita-
tions of educationa! opportunity would
seem 1o be a factor in causing low marks
in Board examinations. .- . This would
be expected. since the Board examina:

ngly diverse popul
But this xenenl success in measuring
vaned groups did not blind the Coliege
Board to the powlnhly that there could
bl with the of
SAT 3cores Jdue to population diversity
Y studies of the test per-

tions speci{ic prep .

didate whose edi f of males and females. for ex-
ties have been limited hasa much better :mple. were conducled from the very
chance . (on)atest whichis notamea: ing the strong

sure of speciﬁc preparation .. .
All1n all, this tundamental prenuse for

on the part of the Board that there be no
s el

In general such studies demonstrated

thesAT, thatitoffers™ | lbenerchmce
tn the face of "t of ed
." has been fulfilled But as

means.” the
that there be an saT. At thus point. of

the world of college education widened,

the app of the testfor a wide
variety of groups The sat, by virtue of
the breadth of its coverage. and the care-
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ful editang of its content. ts a balanced yn.
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strument with relevance for a vanety of
candidates Although 1t ts now only two
hours long. it covers a range of topics
and tasks that tends not to favor any one
subgroup

The questions of its fairness increased
1 frequency, however, with the emer-
gence of a strong national concemn for
equity in access to higher ed n

of this trad ) process

The effort to screen matenal 1s largely
successful Occasionally. a reading com-
prehension passage may generate con-
cerm on the part of someone who dis-
agreed with it. Genenally this has hap-
pened m the context of the so-called
argumentative passage Each form of the
SAT from about 1950 on has had an argu-
descnbed in the spe-

the 1960s and 1970s Is the SAT. n fact.

unbiased” To what extent, for example,

is 1t equally appropnate for men and for

women? {n general, the answers 10 such

questions have been positive As the

college-going population has grown in
bers and broadened in

SAT has d 10 be P for

cificanons as “the representanon of a
defimite bias on some subject.” and often
such passages present an impassioned
argument for a fairly extreme posttion
Questions based on such passages arc
mtended o test the candidate’s ability to
spot a specious argument and to deal
with strongly opi d

candidates with widely diverse back-
grounds and curmicular emphases In re.
cent years, the efforts to keep it that way
have been intensified However. while
cufrent evidence based on statistical

of subgroup firms that
the test 1s basically fair. there is a need
for a continuing program of review and
analysis of the test from thus standpont,
In the 1960s and 1970s a number of
studies were undertaken, and since 1973
the types of questions ysed on the saT
have been penodically appraised for thewr
appropnateness for diffe rent groups Thus
artle provides a descnption of the pro-
cedures which are used in the test de

] Process t P

ness, and the principal approaches which
are used in the statistical analyss to
evaluate test faimess

Fairness in Content

There zre several ways in which prob-
lems of faimess may anse regarding the
test Some of these are readily obvious.
are reflected in clear imperfections in the
content, and are apparent to a reader.
others are hidden, detectable only i
some charactenstic of the scores. Thus.
nappropnate content in a test may be
outnght offensive to certain groups. e1-
ther through the portrayal of negative
stercotypes, or through the diminishing
of a group's importance through a fadure
10 recognize it, Each of these flaws may
create problems for test takers who no-
tice the content defect and whose test
performance is affected by 1t

The more obvious problems of faulty
content are readily avoided Such avoid-
ance requires a certain viglance in edit
ing. and a knowledge of subgroups and
their reactions. but there 1s no special
mystique to the process Since its carliest
days, the SAT has been carefully devel-
oped and reviewed 0 as to avold ma-
tenal that may be offensive (0 anyone
The contemperary concern ts merely an

spite of disclaimers by the College Board
or Educanonal Testing Service (ETS) of
any apy | of the op P d
1n the test matenal, there may someumes
be a reaction from candidates. partic.
viardly from those who are opposed o the

viewpoint exp d Argu:
ments aganst athletics. or democracy. or
a graduated income tax do not upset the
vast majonty of the candidates. but the
range of diversity among candidates is so
great that some small number (bekeving
strongly n athletics. or i democracy. or
n a graduated ncome tax) may react
with concern The problem has not been
unique to testing. of course. it pervades
all of educat:on in a society such as ours,
in which a few people may feel very
strongly about some things 1n a way that
the vast majority does not. Granung the
minonty their nghtful voice or influence
1s often a difficult matter, [t1s, however,
an mportant problem and one which
must be dealt with

In general. such difficulties have been
relatively minor The test is conserva-
tively edited. and it ys not an jnstrument
for social change Throughout the years
from 1926 to the late 1960s. consistent
with the contemporary trends in educa.
tonal text books and the medsa in gen-
eral, the basic standard for appropnate
test content was simply that 1t should
reflect the mainstream of education and
of hfe —the majonty expenence While
no overtly offensive or objectionable ma-
tenal was allowed 1o creep . the con.
tent of the test. i sampling from main-
stream prose. avoided direct reference
to mmontes or 10 minonty-related
problems.

Begmmng i the 1960s. the prevaling
treatment of minonties and women was
widely challenged in society The pre-
domnance of white male role models 1n
the media and 1n the arts was viewed as
overstated, and as inculcating expecta.
tions of sex and racial differences which
worked 1o the detriment of women and
of racial and ethnic munonties. Wide-
spread changes began to appear in news-
papers. in magazines. and i text books,
as the language underwent a ripple of
reform and as "Ms “ began appeanng in
correspondence everywhere Suddenly
there was heightened awareness of the
absence i the media of a balanced treat-
ment of the sexes and racual and ethnic

Reflecting these national pat-
tens. the SAT begun to change The
policy against overtly offensive content,
content which could be upseling to any-
one. was, of course, retained But a new.
affirmative policy for the test emerged
Not only must negatives be avorded. in
the sense of derogatory stereotypes. but
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there must be what one Mach eduoater
calied “reapect signale." ponitive ache
nowledgement of the enistence and ao-
complishments of various ethnio and m-
olal sroupa and the divetse Mniories IM‘
reftecl, A fuliure 10 denl openly wit
minarities would no longer do,

These furces were respended o, and

meng

sed content spevifoatione that
tequite, for example. ane minority:
oriented passage in each form of the §AT,

and an appropriate variety of refe
to women and ntinotities throughout the
materil, These changes appesr most
vividly in the rending comprehension
Rssages and in the sentence completion
loma. which have more (eat than the
analogy or sntenym or oiher (ypes of
uestions, The Test of Standard Written
nglish also conslats of material which
OAN reflect cultural diversity, and It too,
Is alvocarefully controlled in his manner.

‘These screenings of material from var
lous viewpoints heve come 1o be called
"senaltivity" reviews, The new practices
are, of coursy, not limited 1o College
Roand tests. but are appiled to ali teats
Ihat kTa prepares,

Sonsliivity reviewers volunteer (for
thelr ansignment, m‘ are wrrlmuily toat
developars. since & knowledae of the

matter arean covered in the teats

. Further, many re-

are members of minority groups,

Ing Is not restrieted to minorities.
howaver, puidelines clearly siate
that “it should be stressed that minority
sroup membership is pot & mandatory
nrmull&! to mr“fomw omlllvnym
views and serious sonsidemiion (s
siven 10 all interesied . » . s1aff Who vol:
unteer," W’ ¢ stressed Is not minorily

sroup Nip por 40, St the kind of
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sensltivity and awareness that can be de-
voluped through tralning. and that en
ablos & reviewer to sense when naterial
may be offensive. What's neconsary v
the abillty 10 review testa from multiple
perspectives. not aimply from the view

int of & sdngle subgroup or seclsl/po-
itical perapective,

AN this discunsion suggests. the incly:
sion of certain material s as Important,
if not more s, than keeping other ma-
terlal out. For example. & question from
the Test of Siandand Written Roglish
might appear in elther of two versions, s
follows,

Verslon A The newly enacled legilation
tequires that all counties with
il poPulations 1o provide

)

tnnapuitaiion te the polls and
absentes dullots. No error.

[13] (K)
Version B The Newly snacted legisiation
requires that all counties 7&\?

Apatiish speaking populations
(2N p?\)vm hilingual regisirn
{

W and levtion mllg}lh
Nogrrot,
(ﬁ)

It in obvious that the question il
mensures the mam mental poini

about grammar, regandions of the content
reference whthin which it is framed. Th
point In that specifio content is oft
anclliary ta some other purpese in
|unl5 & question, and that the medern
 font that Is reflectlve of cultural

versity may often beachisved by adapt:

Ing the material,

10 some Achievement Tests, however,
ueations dealing with auch matters s
the migration of blacks from rural o
urban communities, or with women'a en-
raliment In coursen In sclonce, may be
directly usehil for mensuring the out-
come of instruction and study Such mi-
nority-related questions wil) be Ingiuded.
but only afer a carelt review for ap-
prepristensas both from a copnltive di
renvion and an affective one, At the
same time, they muat be judged to ment
the general standard that they are “bath
relovant and eusential o affective mea-
suremeont,”

Direct queations of this type. calling
for & knowledge of minotity matters, are
more often likely 1o ocour in hlataricnl
oubjects. Niermiure or liternty whiscin,
logal studies, and paychological subjects,

ore cAn Be no mechanical guidelines
for determining the decirion of whatlnto
e included, and |n what form. The po).
ioy guidetines for reviewers call for (he
oxercise of “prudent judgment” and &
considerztion of materlal relative 1o "the
conlext of the entire tsat."" The policlee
are not policics of exclusinnt they are
policies that seek 1o minimize the poten:
Ual for negative reaction to material and
10 Pequire that all material be Justified by
some funotion that makes it neceasary to
useltina test,

Statisticat Chocka

The new ways of reviewing test content
470 not based on the saumption that the
score patterny wiil be different for any
modifed items, That is, changing & ten:
tence compietion question from u ref:
trence to Abmham Linceln to one men-
tioning Susan . Anthony or Martin
Luther King does not usunlly alier the
Micoons rate on the Question, The new
policles are justiied by values., rther
than by sintiatics,
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Statistics, howover, are important, and (s T T
the sAT Ili'mrully studied from this ‘3‘0 T I T

viewpolnt, slso, The basic satlstical facts
that emerge from comparisons of scores
aro falrly woll known within the educa.
tional community: nmonf 24T cand!s
dates, males do aubatantially bhetter than
fomales on mathomatical material, white
white majority studenta of elther sex do
better on the sAT.verbal section than
counterparts from such minotity groups
a8 Puerto Ricans.blacks. Mexican Amer-
leans, Orlental Americans. or Native
Americans (Indians). On the saT mathe:
matical section. Oriental Americans do
beat, followed by whites and other ml.
norities. Thess patierns pose challenging
problems to test sponton who muat
show that they do not result from some
flaw in the test material and that the test
score differences reflect diferences
which will afford valid prediction,

basic way to look at such score
differences s to compare the predictive
powaer of the 8AT for the two sexes o for
the several minorities. Using this ap 6
proach, If the test Is not blased. two cane Ll L Lt 11
didates with the same acore should per  Yasy
form about equally welt in collegs. re- - 6 ] 12 16 18 il :
gardlons of heir subaroup membsrahir. ' Difficulty for Matchod Sample Black Maos '
m:":‘:': o dies of '“;I'l'.xf:"“"““ Tl 1, Coumpartivs diftuly of A1 vorbal qoesves (AP 1974 form s sempen ot whs and
1978 the Cailege Board spontared & Meck appeoaimately squal tn verbal aSitity

A R
0 Usefulnens of saT
Record (HSR), among other measures. mm;“ot ! T T T T

[T SRRt B A

2,
&

Quentions above (he tine are
relutively envior for Mlacs
males N

Questions belaw the tine are p=
relatively easior for white
males

I
R P A W R AR AN T

Difficulty for Matced Sample Whise Makes
T
£
1%
f
£

o » Single pointa
[ X4 NWM o

>
1
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In & variety of studies of the college ad:
missions process. In general. thin survey
supports the appropristeness of the aar
for many populations. It may sometimes
bs advisable to devalop a special predic.
tion equation for s glven minority group.
since 8AT equations based primarily on
white males may overpredict for blacks
and underpredict for famales. Hut the
AT offers predictive value for virtually
overy froup it encounters,

Bven though such studies of predic.
tion tend to show no unfalmess in total
#0re on the sAT. the fact that there are
H wubgroup differences in average score
> level cannot be ignared in & test that Ia
< widely used as one slement In college ad:
x misslons decisions. There must be an of
fort to explain this observed score differ
once, In order to rmmou tost falrness.
Accordingly, additionsl methods that
consider the performance of groups on
Individual quentionsand clusters of ques:
tlons, rather than on the test 8 & whole. 6
are used, Are any questions inordinately
hard or easy for cortaln groups? Are By

PR g v T

>
T

Questions above the line are
telbtively entier for white,
fomales A

-

Line of best firting relationship

L)
e e

S

Quontions below the line are
telettvely envier for whire
meles

Difficelty for Matchod Sample Whise Malcs

e Singlepolos | R
@ Mulliple poiats | H

.

| Y N N OO I O O | »
6 8 o 12 14 16 L] 0

“THunter M, Breland, Papwietion Veliits and Difficulty for Matched Samplo White Pomales DTt

Collene hntreace Mratures New York: o) ¥lgure « Comparative ditficulty of SAT mathematical questions 1Ases) 1978 form) for samples of white
lege Hntrance Hsamination Board, 1979, males i fomates approaimately «‘uul in verhat ability

SIS

i

s s dor d s

5 S

PEVE

o P




h

G ]

=T yn
.

4
5
i
K
H

CIFrre s ety

Q

Bl Toxt Provided by ERIC

142

The Science of Test Fairness:
A Closer Look

One aspect of an unlym of differential difficulty is an ex-
of that seem to be farthest
from the line of general tendency (or line of best fitting
reistionstup in Figs 1-2) The fact that they show greater
than average distances tends to raise questions about
their mncuomng. As mentioned in the text, such individ.
ual ions have not lly been fruitful so far.
ofa ion which was relatively harder

An
for blacks was,

RUNNER:MARATHON..

{(A) envoy embassy
(8) martyr muucre

Although "R  are less f " i oat
with the minority experience, they are far from common
for most of the majonty, as well. The statistical analysis
looks as follows:

Growp Omit A B8 c* D E
White sample  3(%) 7(“) ll(“) 53%) 1M%) (%)
Blacksample 8 2 3t 21
* Comect answer

Wbenthepmweofcmmdecduuchdthe
the surface thet

lhequutionwwkedmuwwdﬂmtl for the general
STOUpS beuuuumchdeu(b)lnd(!)w
proved twice as attractive for the black sample as for the
white, Is it poasible that experiences with or the meanings

of “referee:tournament,” *horse:stable” are different for
thetwo;roun?

" haale h

Before suchan
benotedthutheblackunpleandwhhenmphhﬂn
are not in ability. To acer-
mnextent.then !hemolp«unmudmﬁbem

ing a subgroup of black candad: I
equivalent in acore level to the genenl white popruhhon
Group Omu A B8 C* D E

Whitesample ~ 3(%)  7(%) 13(%) S3(%) 18(%) 6(%)
Matched black
subsample 6 10 15 47 18

* Comrectanswer,

tion to be simply a reswit of cas asoClated with
score The o bmef

question looks differeat
s asons e i At o TN
mu.mmm fayorable pe ke

comparable groups. When the biack sample is
contrasted with a more equivalent sample of whites, the :
following results appear: i is
Growp Omit A B8 C D E umple 14%) 3% 21%) 9(5)‘1(5)45 y &=
Matched white Cwenslviiimaple 8 11 19~ 97" 127@" "¢
sbample %) T%) %) 26%) IK%) 16(%) omm-.:h xo 117 g4 s B0
f"““““"’" e LIS | orsry s 111 9 u‘\?iﬁ:.'ﬁ,, )
Correct answer G e e
1tis clear that matched whites perform very sixi- M:“ dealot - --'= -
larly to blacks. T cleas implication of this s that it is ot a greut dou "“"‘"’m |"“"9'° i
not a biack subculture which i these w&hmummmmnﬁ#hm'
{for whneslrenotmsedlnum subcullufe).bmwme O B is the most popular choice for Al semples;
sort of general lack of k dge or ng ofthis o Ing choices are evenly distribated, T.D. .'
item. Further conf of this is provided by compar-  t*® very ‘9.

ERIC
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for the other Most cluster

closely about the Iine of best fiting rela-
tionship. which is not a statistical re-

. there patterns of question content that
N might explain differences in difficulty for
3 different subgroups? Total test score still
5 figures in the analyss. but the method

bd presume that the test is. on the whole.
T unbiased

13 The approach may be called “differ.
i ental difficulty analysis.” for it tests

whether those questions that are difficult

- or es.y for one group are the same ones
3 which are difficult or easy for another. If
H they are not. if many questions shift posi-
5 tion from hard to casy as they are ad-
=) ministered to one group or the other.
3 there is evidence that the test works dif-
< ferently for the twogroups

o Probably the quickest way to describe

W F iy

the method is to resort to a diagram. as in
Figure 1. The axis on the left side
flects the difficulty of the questions
(items) for & white sample. whereas the
line on the bottom reflects their dificulty
for a black sample. The data are from an
analysis of the form of the sAT-verbal
section which was given in April 1975,
The numbers that describe the diffi.
culty scale for the questions are called
deltas. which can range from 5.01621.0.
They are based on the percentage of a
8roup answering the question correctly.
A delta of 13 is yielded when 50 percent
of the group select the correct answer.
Very difficult questions (10-20 percent
pass) yield deltas of 18-21, very easy
ones (80-90 percent pass) deltas of 5-8.
The samples of candidates used in this
analysis were a random sample of black
males and a sample of white males ap-
proximately matched on & verbal test.
In general. results are clearer if the two
groups under comparison are approxi-
mately equal in ability. as they are in
this example The points in Figure 1
indicate that questions vary in difficulty
for the two groups in similar ways. Ques-
tions that are easy for one group tend to
be easier for the other; questiozs that are
harder for one group tend to be harder

Ftes * e ey
- . mH,_;_ tl...;tﬂ ——

line but cne that mimmzes
dastances 1n both directions.

Another plot 15 shown in Figure 2
This shows the performance of white
males and females on the 60 questions in
the Apnl 1975 form of the mathematical
portion of the gar. Differences in per-
formance between the sexes on mathe-
matical matenal have long been ob-
served Agamn, however. there is evi-
dence of conustency of difficulty be-
tween the two groups.

Figures 1 and 2 are faitly typx.) In
genenal. if a question 1s relatively harder
for one group. 1t is relatively harder for
the other. The items all cluster around
the line of best fit. in a relatively narrow
band.

The first step in any eval isto

tends to be the same in the two
groups: & question that 13 relatively
harder for blacks is relatively harder for
whiies (relative, that is. to the other
ttems) These very high values indicate
that the test works m fundamentally con-
sistent ways for both whites and Iiacks.
and these numbers constitute the major
finding of the research to date. They sug-
gest that. whatever the factors are that
affect score differences. they are not
simply a case of poorly chosen question
types or some source of inappropriate
content. Questions are refatively hard or
casy for the two groups in consistent
ways.

But the questions do show some vana-
tion in their distance from the line of best
fit. Some are virtually right on it. some
above. some befow. The second step in
the differential difficulty method 13 to

the di .

consider the basic overall infc

the point
d witha and the line of

conceming the consistency of difficulty.
How different is the white and black ebx-
p of the questions. as indicated by
their relative success® Do the questons
rank in the same order of difficulty for
both 8roups” The typrcal answer to this

isa the
statistical index that shows level of rela-
hip from 0 (no rel hip at all) to

+1 (8 consistent relationship). In educa:
tional and psychological literature. cor-
relations of .95 to .99 are considered
very high. But such are, in

best fit. Those questions which are
farthest away are called “outliers.” and
they are selected for further study, They
are the ones that show differences that
would nor be expected from the overall
score differences for the groups. Thus.
they are in & sense inconsistent with the
total score data. The question naturally
anses' As a group. do these questions
have any characteristic in common that
could explain why they are the farthest
onecsaway?
G

fact. what the typical faimess analysis
for the saT shows. In six studies per-
formed by ETs since 1973, the correla-
tions of item difficulties between whites
and blacks of both sexes were between
94and .98.

It is important to note that what is
being correlated in such studies are the
two sets of question difficulties or deltas.

y king. the answer to
date. based on several studies. 1s “no
The position of a given question on such
& chart is often duc to sampling ervor.
and the particular questions that emerge
from & given study are often not the same
ones that would emerge if the study was
repeated with data from a different sam-
ple of respondents. An inspection of
questions with large distance measures

one defined by white performance. one most often shows them to lack any .
by black. The high ions mean tionalch istic which would explain
that the rank order of dificulty level for
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such quesuons accompany this discus-
sion (see sidebar, page $ ) These are
typical. and they are no more plausibly
related in content to the stereotyped cul-
tural differences than the rest of the ques-
tions i the test.

Not only may these distances be used
to wdentfy individual questions. they
may also be averaged 10 compare the
properties of different types of matenals
in the saT-verbal section, for example.
the data in Table 1 emerge from analysis
of the average distance of the four saT-
verbal question types Table 1 sum-
manzes the results of four SAT forms

A minus $1gn means that the items
were, on the average. relatively harder
for blacks. a plus sign that they were
relatively easier for blacks Because of
the method. the values within a test wilt
balance. so that if two item types show
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Table . Average Distance from Item to Line for
Four saT-verbal Question Ty pes

Queshon hpe N

Analogics 80
Sentence completion 60
Reading comprehension 100
Antonyms 100

Averave distance Ranves
16 129-4302
12 ~0 9940 X0
+08 ~092-41 17
+ 11 1094094

ity In several studies, for example the
famthar College Board 200-800 score
range has been broken up into 100-umt
bands 200-290. 300-390. 400-490 and
so forth The groups of candidates In
each range are compared with respect to
success on the questions Using this ap-
proach for a question, it ts possible to
show an overall difference between the
groups but to fait to show any sigmficant

i in one d the

at any of the smaller ranges
dered When this h 1ts evi-

other two will show diffe in the
other direcion The averages in Table 1
tend 10 indicate that analogies and sen
tence completions were on the average
somewhat more <ificult for btacks (com-

dence that thic overall difference in per-
formance on such 2 Question 15 a result
of differences 1n average score levels be-
tween the groups About 50 percent of

pared {v whites) than were yms or
reading comprehension

These results do not mean that anal-
ogies and sentence completion are “bi-
ased against minonties.” or that an-
tonyms and reading comprehension are
“biased against whites ™ These are realiy
very shght average differences. and no

q g overall group dif-
ferences do. in fact. fail 1o show sig-
mficance 1n such “range companson”
tests when they are subjected to them
The rematning questions tend to meet
both cntena. their overall differences are
sufficiently different to make them un-
usually dlslanl and lhere 1s evidence of

appreciable change in score
would emerge if the test were recon-
stituted entirely of antonyms or reading
comprehension items The results arc

within
at Jeast one score range For such ques
tions the evidence indicates that some
factor other than total score Ievels s -

simidar there is not one “"minonty” men-
tal process and another “majonty” pro-
cess Blacks who score well do so in
ways similar to those of whites who
score well, whites who do not score welt
do so in ways that are like those of
blachs who do not score well As the
sample items n the sidebar show. 1t 1s
possible for blacks and whites. when
properly matched. to show very simifar
processes To date. the use of these tech-
mques for College Board tests has been
hmited to informal tnquines by test de-

topers who seek to d individ-
ual items A more systematic use of the
method however. may emerge for the
future

The statistical analyses for test fair-
ness also consider other aspects of the
tests besides the companson of the dif-
ficulty of questions For example. differ-
ences n the charactenstic work rate of
vanous groups are often suggested as a
source of score differences In this view.
minonty students may run out of ime to
fimsh. leaving large numbers of ques-
tions unattempted Accordingly.indoing
an analysis, a careful check 15 made of

the prop of whites and blacks who

possibly due to !
to differences in the average dufﬁcully
level of the question types In general.an
stem type cannot be considercd “biased"
on staustical grounds alone, there must
be some knowledge of why the results
are obtained

The companson of the item types in
this manner 1s a demonstration of the
general approach 10 the use of average
distance measures Using this approach.
it1s possible to study reading passages of
different content. or mathematical ques-
tions which have diagrams associated
with them, and so forth The method en-
ables the analyst to compare the average
distance of a vanety of interesting cate-
gones of questions

One of the pnncipal hmits in an ordi-
nary differential dfficulty analysis. how-
ever. comes from the fact that many
groups differ in total score level This
tends to make outliers out of questions
that are more or less sensttive to differ-
ences in total score One way around this
difficulty 1s to divide the candidates into
subgroups of approximately equal abil«

the result St

cannot tell us what that factor is. They

simply provide a signal that the question

must be carefully reviewed if 1t 1s to be
usedatall,

A useful adjunct to differential diffi-

culty analysis. used only informally up

complete the sections of the test For a
set of samples matched on ablhly. the
average [ tage of blacks

an sAT-verbal section was about 9 per-
eent less than the average percentage of
whlles The average percentage ol‘ blacks

to this potnt. 15 called *'d * analy-
sis The gist of the approach 1s provided
1n the discussion of actual questions that
have shown group differences (see sude-

T SAT th 1 section
was about 4 pevvem less than the aver-
age perceninge of whites These are not
very large differences Nor were there
great diff in the number of blank

bar) The wrong to

choice questions are called “distracters.”

and. as the discussion shows. ethmc. ra-

cial. or sex- deﬁncd groups of different
ingfully con-

lmslcd with respccl to their patterns of

questions at the end of a test On the av-
erage. for saT-verbal sections whites left
12 of 40-45 ttems blank. blacks 28
items For say-mathematical. whites left
I lol‘25 JSllemsblank blacks 1 7 The
the racial groups.

response to these various
The method works best for samples of
equal abiluy. because duﬂ‘em\ces of abil-
ity can
(See the example of Runner Marathon )
But a distracter analysis. if it shows

lanity of p of resy offers
confirmation that the internal solution
processes for the groups are reasonably
equivalent That is. if the natterns are

then. are not large by either yardstick.
“percent completing the test™ or “total
sems left blank * They suggest that
while a somewhat greater number of
blacks may move somewnat more slowly
through the test, the differences are mod-
est and not likely 1o produce sizable
score effects
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The Continuing Effort

Both the review processes and the sta-
tstical approaches are continually under
development “Sensitivity™ 1ssues de-
mand a current undenstanding of the
viewpoints of the candidates and a con-
stant effort to perceive the test from the
perspective of individuals in the signifi-
cant groups. On the statistical side. there
1s work underway on more powerful
methods that apply mathematical models
to the evaluation of differential item per

formance, These more powerful statis-
tics are more useful than cusrent meth-
ods when groups differ in ability, and it
scems likely that thesc differences be-

tween groups are vistually unavoidable
inday-to-day operations.

The conunuing effort to produce a fair
test hus been rewarded o far with excel-
lent reports from reviewers and analysts
but the programs must continue to de-
velop newer and better tools as they go
along. Questions of faimess are a very
important aspect of a test. and they must
be asked rep dly. for as the cand:d.
group changes. the to
of fairness may change. Inthe meantime.
the evidence developed so far supports
the conclusion that the sat is not hkely
tobe unfair toany group e

About the Autbor

Thomas F Donlon is program resrarch
sctentist at Educationot Tesung Senice
and works maunly in the area of College
Board proerams
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Mr. Epwarps. Thank you very much, Miss Rigol.
We now will hear from Dr. Carol Dwyer, who is executive direc-
tor for test development, at ETS in Princeton.

STATEMENT OF CAROL ANNE DWYER

Dr. DwyER. Thank you, Mr. Chairman. Good morning.

I have worked at ETS for 15 years as a test developer. I am
trained as a psychologist and consider myself a measurement spe-
cialist. I have had a lifelong interest in gender and achievement. I
am very happy today to have this opportunity to talk to you about
these issues.

I would like to start by saying some things about standardized
tests. Historically, one of the main objectives of the development of
standardized testing was to set comparable or standard tasks for
everyone to demonstrate their knowledge or skills. Part of the aim
of this was to give comparability. We have heard this morning al-
ready that a grade of “A” from one teacher doesn’t necessarily
have the same meaning as a grade of “A” from another.

But another part of this development was specifically to improve
fairness. What standardized admissions tests replaced were criteria
that are unacceptable by today’s standards. For example, family
connections, the possibility of large financial donations to an insti-
tution, one’s religion, race or sex. Then, as now, I believe that the
alternatives to standardized testing are very poor, indeed, and are
more so for disadvantaged groups.

I would like to talk a little today also about women and their
test scores, with a focus, as most of my predecessors have done, on
college admission tests.

I think we would all agree that women and their roles in educa-
tion are changing, and the tests, I believe, can give us some very
important information about this. But what do tests tell us now
about these changes? Dr. Rigol has already mentioned the changes
in the group of people who choose to take the SAT over time.
Women are now the majority of that group, approximately 40,000
more this year than men. But we also know that these women who
choose to take the SAT are a less privileged group, academically
and otherwise, than the men.

My written testimony has gone over some of the facts of women’s
score- relative to men, and women’s scores now as opposed to in
previous years. Dr. Rigol has also alluded to this, But the decline
particularly in women'’s scores on the verbal test has been so much
discussed recently that I would really like to say some things spe-
cifically about it.

I feel there are two principal reasons why we have a decline in
women'’s verbal scores relative to men’s. The first—and I believe it
accounts for the large proportion of that change—is the population
change that Dr. Rigol just mentioned. Women who before would
not have aspired to college are now taking the SAT, and that's
good news for thore women and good news for women in general.
But it is not good news in terms of the score average.

But, based on much broader evidence than the SAT, this score
decline is just one part of a consistent trend in a much larger pic-
ture. A very important piece of work has just been completed by
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the psychoiogists and measurement experts, Dr. Janet Hyde and
Dr. Marcia Linn of the University of Wisconsin and the University
of California at Berkeley, respectively. They have completed a
meta-analysis, which is a quantitative review of 165 studies of
verbal ability and the patterns of sex differences within these stud-
ies. They reached the conclusion that there is no overall sex differ-
ence in verbal ability today, and they believe that that overall sex
difference that previously existed disappeared around the year
1974. They can differentiate the studies before 1974 from those
afterward. There was a small advantage in favor of women before
1974, which I think is mostly what sticks in people’s minds, and
today ¢heir conclusion is that this is now gone across all ages and
across all types of tests.

Their finding, which I think is a very significant one in this field,
is perfectly in accord with information that we have ‘rom admis-
sion testing programs, which are typically volunteer samples, such
as the American College Testing Program and the ACT, but also
information on the population in general that we .ave from very
good sources such as the National Assessment of Educational
Progress.

I should also say, almost parenthetically, that around this same
period in the eZ?iyy seventies, in a number of achievement areas
that we think of as being traditionally female, such as foreign lan-
guage learning, women also lost their advantage to men. I think
that is a significant piece of educational information. Frankly, we
don’t know why this occurred, or why the pisiod around 1974
seems so : ‘onificant. But it is clear that the answers to these ques-
tions have to ge beyond the tests themselves because, for one thing,
in many of these studies exactly the same, unchanged, tests were
given before, during and after that magic period, so that it really
does need to be something within the people taking the test or
their education that has changed.

Mr. Epwarbs. What you’re saying is it's a different population of
women who started taking the test?

Dr. DwyEer. Yes, they are definitely a different population of
Women. But I also think that women changed their behavior. At
the same time they stopped taking the less traditional stuff, they
began taking more math, more science. They began taking more of
the tests in these “nontraditional” areas. I think there is perhaps
some shift in their attention, but I'm speculating here, on the basis
of the data that has come to light recently.

But the question before us today, I think, is are these changes
evidence of bias. In a word, I think the answer to that is no. In
trying to convince you of this, I would like to talk about bias in
tests as well as bias in test use—and others Lefore me today have
made that distinction. But I would really like to reinforce it be-
cause it is absolutely critical.

Differences in scores occur because people differ. The ~~-erage
weight of women and men, for example, as a group, differ this
country. That doesn’t necessarily mean that the bathroor. (ales
they stand on in the morning are biased—although some of  cer-
tainly wish that they were. But few would argue that we have com-
plete educational equality today for women or for minorities.
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The: xfore, good tests should reveal these differences, where they
exist.

It is very tempting to blame the tests for telling us things we
don’t want to hear. But yielding to that temptation is cunly going to
lead us to gloss over real educational and social problems. Of
course, tests themselves can be biased or unfair. But s test devel-
opers, we see sex bias as a very important component of our cen-
tral concern, which is making tests valid. And by valid, all I mean
is that a test is accomplishing its intended purpose.

Now, when we speak of bias in test use, the use of tests as dis-
tinct from the tests themselves can be biased, and I would like to
give you just onc example of this. If you were trying to select
people for jobs assembling electronic components, and you used a
spelling test to select people for these jobs, that would be a biased
use of that test. On the other hand, the very same test showing the
very same kind of group differences used to select secretaries might
well be a very valid use of tk it same test.

These questions about how tests are used, as Dr. Cole stated ear-
lier this morning, are not primarily technical or statistical ques-
tions. They are a matter of social values and logic and priorities.
There are many ways to use tests to predict criteria such as college
grades. But the consensus of measurement specialists is that a
number of prediction systems may be technically sound in any
given situation, but the right one to choose depends upon your
goaﬁ‘ and priorities, not upon the technicalities of that system
1tself.

Now, an organization like ETS cannot and should not be making
these values decisions for institutions and other test users. But we
do have a responsibility to make tests like the SAT as technically
sound as possible, to provide technical assistance to the institutions
and users of these tests, to make recommendations to them about
how to use them, and to set standards for appropriate test use. We
do these things.

Charges that the SAT cheats women by underpredicting their
grades just demonstrate a fundamental misunderstanding of the
role of the tests themselves in a prediction and selection system.
The SAT, when properly used, is a valid predictor of college grades,
for both men and women. And we must remember, above all, that
the most difficult questions and decisions that have to be made
about issues like college selection require values decisions that
must be made, whether or not tests are used at all.

Now, the question here is what does ETS do about this when it
makes tests. It’s a very important question, and it is important in
my everyday life as a test developer. OQur whole worklife and the
complicated system of producing a standardized test is aimed at im-
proving validity and at eliminating bias. But there are particular
aspects of this that I think are very directlg related to the issue of
bias that I would like to tell you about briefly today.

There is a process called a Test Sensitivity Review, wherein
every question, before it ever appears before a student, is reviewed
by specially trained reviewers, using documented criteria to elimi-
nate offensivenes: inappropriate language, and stereotypes. For ex-
ample, we would not have a reading test that portrayed women
only in domestic roles when it mentioned them. I have brought
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with me today and would ltke to enter into the mord & copy of the
dmrl tlon and guldelines of ETS' sensitivity review process which
uwa.p tlocl to evary test question before It ever goes in front of a
student,

We also approuch this question etatistically b analysing results
after the qt?u%t lons have been given to thclystgdon ta. Wno8 have a
system that we are using that was recently d l oped for oper
ational use, called differential ltom fun otioni w m we try
matich individuals—say males and females, or ks and Whltes-

thon onm ne uch mt qumlon individ.
ually o aee If, for Lhiese me

o, the males and
fomalw, for oxumplo the; x-upoml‘m lﬂg‘untlg”p ' Tmt on in a
way tha t in unfair—=that m irrelevant dlfﬂout that may
be related to their race or ux. that this eomblnltlon of the
Iutlltlul information, plus thc information, is a very
l guaranm. much moro poworful than either alene,

"MOIt of our tests are also dmlopod in co unotlon with commit.
tees, who are tyglcnl hlgh school and college educators. Very
oarofu attontion eomposl on of these committeos—
y raoo. 71, %cx. ? cal area, by type of institution, as well
ma r u

od to te you thst aleo the ETS staff who work on

hin. w 0 an mt developers, are two-thirds fomale and one-third
male. But that point has alre n made. However, I can't help
uylns that lt ll absolutely not true that the women do the grunge
vyor and the men get to chose which questions go in. Believe me,

I'm In a position to know that and everybody pltches in. So who
chooses I think is froportlomu to the representation of men and
R EowaRoe, BulE e opriately oqual, too?

. Salaries are appropria ual,

r. wyan, You Tollove oy e, o1 el 007 | s sulaies
in a‘ very h &ruotund way. We. have developed, with internal
?tﬁ &%a:ll oxport #9, @ salary-equity model that Is applied to every

Mr. Ebwanos, Everybody knows what ever body gets?

Dr. Dwyzr. No, thoy don’t. But personnel knows, und we do sys-
tematic analyses. When imbalances occur in the course of « oRr,
ulary u ustments are made. That is reviewed annually, I befleve.

20 just like to tall you that ETS not only participates
’l"a vily ln ut has ploneered ressarch and development in test
0 oontrlbut lons of our staff I belleve are universally recog-
n nd in the fleld of measurement in this
¢ Amsrican Educational Research Association ls meeting in
Wuh ington this week and there are literally dosens of sessions, re-
search papers and open dhcuulom. bolng old this week by ETS
staff on matters directly rclwﬁ test o?‘u 6’ This is not ut all
unusual, I think you eould pro years and find the
same kind of record of partic} f‘
Wo are very public about the research we do and about sharing

. Our data, and eager—1 think lomo pooplo would say over-sager—to

u;ll the world uboutw lt 1t ething sbout the alternative
uxln. wm abou rnatives
mn:. w. do lomotlmu alternatives to standurdived test-
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ing suggested, but more often this issue is ignored, as if our diffi-
cult decisions would vanish if tests ceased to exist. But I can’t
stress enough that it’s important to remember that whether tests
are used or not, would we still have these difficult decisions to
make about people.

Testing takes place in a complex social setting and has recog-
nized limitations, but I firmly believe that no better alternatives
exst, including the option of not testing at all, which would allow
race and sex bias to reenter the decision process, unexamined and
unchecked.

The alternatives that are sometimes suggested, such as using
grade point average alone, or letters of recommendation, or person-
al interviews and ratings, all have reliability problems, validity
problems, and especially fairness problems that are worse than
those of carefully developed and carefully used standardized tests.
Just as important is that these alternatives do not lend themselves
to public scrutiny in the way that tests do. The focus on personal
qualities also has historically worked to the detriment of disadvan-
taged groups. Traditional out-group members, among which I per-
sonally would include wemen and racial and ethnic minorities,
have benefited from situations that are highly structured. This is
what I think of sometimes when I think about the salary-equity
model at ETS, which I feel is a very equitable organization. When
the criteria are clear, when people know what the rules of the
game are, that is when the disadvantaged groups can get ahead.

In closing, I would repeat the advice of some of the other pre-
senters today, that we try to focus on the causes of the difference
we're seeing, rather than narrowly on the indicators of the differ-
ences, if we're really going to improve education and contributions
to society of women and minorities.

Thank you very much.
[The statement of Carol Anne Dwyer, with attachments, follow:]
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Good morning, Mr. Chairman and members of the subcammitrvee. My name 1is
Carol Anne Dwyer. For the past fifteen years, I have worked at the Educational
Testing Service as a developer of tests. EIS 1s a measurement amd research
organization headquartered in New Jersey. We are most widely kwwn for our
standardized admssions tests, including the Scholastic Aptitude Test (SAT),
which we develop for the College Board, the Graduate Record Examination (GRE),
the Graduate Management Admissions Test (QMAT) and the Test of English as a
Foreign Lanquage (TOEFL), which we also conduct for spansoring boards. I am
presently in charge of test development for elementary school, secondary
school, and higher education testing programs.

I am a psychologist, a Fellow of the American Psychological Association,
and a member of its Educaticnal Psychology Division's Executive Board. I have
also served cn the Executive Council of the American Educaticnal Research
Association and have been Vice President for Measurement ard Research
Methodology with that organization.

My primary professicnal research interests, beginning with my doctoral
dissertaticn at the University of California, Berkeley, have been the fairmess
of tests, the relationship between gender and achievement, and che interface of
technology amd social values. I have conducted training activities for AERA,
APA, and cther associations and institutions on bias in testing, and have
chaired and served on mmerous womens' committees for AERA and APA. I was one
of the faunders of AERA's Special Interest Group on Research on Wamen in
Education.

ing bias, and knowing how to avoud 1it, is at the heart of what
we do at ETS. Faumness is integral to the term "standardized." In every
aspect of our work, from the develcpment of questions, to the admimistration of
tests, to the scoring of answer sheets, to the reporting of scores, and to the
use of cur tests in society, we are involved in the constant pursuit of equity.
The contributions of ETS to the test bias literature over many decades show
clearly that ETS 1s a leader ir research and development in thus field.

This morning, I would like to talk about four major issues concerning the
faimess of tests. First, a word or two about why we have standardized tests;
next, the question of "bias" on tests. Then I would like to share with you
some of the recent trends in standardized test scores for females and
minorities (which are often mistakenly assumed to be evidernce of bias).
Finally, I'll discuss admissions tests and what we do to ensure thear fairmess.

Why Standardized tests

Now, about standardized tests..... One of the primary purpcses of
developing standardized educational tests, which have a history in this country
back to the past century, was to ensure the fair treatment of every test-taker.
"Standardizing" means that each student is exposed to the same or equivalent
tasks, administered under the same conditions, in the same amamt of time, with
scoring as cbjective as possible. These methods overcame problems that would
otherwise exist in comparing students from different grades, schools, or areas.
Without standardized tests, their performance could cnly be evaluated by
different teachers using different methods, according to different criteria for
success, and this would create questions about equivalency. For exarple, a "B
from one teacher in one classroom may indicate more knowledge than an "A" from
a different teacher in a different classrom. Or the top class rank in one
school may represent the same level of achievement as 2n average rank in another.
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Standardization has been particularly helpful in the college acdmissions
situaticn, Previous methods of ulcumw:-smﬂmgbasedupmm
considerations as family ties to the college, the potential of large alurni
qim,amwurcriuriaaxtum, religion, and sex. Standardized tests
pecame = and stiil are - amjorvduclo!ormthqequityinadmissions
mmwmmmummrmmm, racial, and religicus

s,

Stardardized tests, alar;withh.lghudmlqradu,havnpxwanusemlto
lmd.a:mmdcouegmuanhpuwmdmtinoﬂecungwiata

matches batween them. Students Lenefit by their sbility to select a college

that

will it their acedemic preparation ad expectations. Colleges make

wtimmo!dﬂrmzwmmmmmmtpudmmmﬁ
highldmlrocommﬂatuwymwmywbaablewkmduthamrk
tquimamﬂmnemumb‘yuuﬂn!mtyux.

for standardized teats. tosts used
halpful informatizn that can lead to jmproved
phz:ointimmdntici.m.odnmdm
be targeted

muiwmmmmm,m,mmmauym

!
|

. Scores from repea

4

assessmants of sazples of a state’s or tha

mum'lmumnnmymm“hdlamotmdm
trends, They previde scme of the best ncst useful information we have
lboutmtmmhwuuando. viﬂnxtth-omltcmtcols,mmnd

2ind it difeicult to judge cbjectivaly whether boys and girls, or Blacks,
Whites, and Hispanics acrcss the nation, for exaple, perform the same or
differently achool tasks. We wouldn't Jmow for sure what

&ylabwtbmintnu,andmtr:dlm say a few words about that,
Ita Quasticn of pias
Smpecplommtamthbiuditdithmtgzmoepeopleget
dlt!onm:m lccri:s m,mdﬁmmuuo ves do
not mean t a tast biased; they may s Y maan that the qroups on average
mm:mmmmchmm . that
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taken, attitides toward these subjects, kands of non-school experiences, and
school grades received. We expect these differences; we are enriched by the
diversity that many of them bring to cur culture. We are alerted by other
differences to important problems to be solved. Tests are not intended to
eliminate or disquise these differences; they are intended to identify them, 1if
they exist, as accurately as possible, whether the results are judged to be
positive or negative.

It is important to distinguish between test results that show differences,
and the factors that cause the differences. Scales, for cxample, do not cause
peoplemgainorlosewexght:. Tampering with the instruments to cover up
differences is tempting, but dangerous and wrong. Tests are an easy target
menﬂ\eyrwealmntedormq:ectedmnts,hmmeyamthewzmgtaxget
Changing tests simply to hide differences in achievement could iead v to
ignore real problems that should be addressed.

‘There are, of cowrse, ways in which tests can be biased or unfair.
Avording bias is central to a test-maker's main concern — that of developing a
valid test. By "validity" I simply mean the extent to which the test
accamplishes its intended purpose.

A test itself, for example, could conceivably contain questions that are
unfalir to a group of test-takers because of offensive language or mappmprxate
pmmtammotgzuxpmbexs It could also contain content that is not
accurately representative oftheab:.lxtybe.lmtatador questions that are
poorly worded or unnecessarily confusing. It is extremely important that tests
be fres of such bias, and I will tell you later in my presentation what we at
Exsdowmmadzatmt&stsamfaumallrspects

It is also possible that a particular use of a test, rather than the test
itself, may be biased. Use of a spelling test to select pecple for Jjobs that
require no spelling — such as assembling electyonic parts — is a biased use.
’nmtsametstusedtoselectsecmtanwmyb’perfectlyappmprmte—evm
if the average scores of the secretaries ard the electronics assemblers are the
same. Potential bias can also occur when test scores are used to predict
perfomanceonanmappmpnatamtenmmasxm(xe.,anmtomewmﬂd
lncetopredlct,Masclassleadershxporf\mmemome) This can occur if
the criterion measure itself is invalid or biased for certain groups, for
example. Tests can also simply be used for the wrong reason.

Mt@tsaremsteq\utablyusedmsocietyismtprmrilyatedmical
or statistical question. Test makers have a responsibility to supply techmical
assistance, make recoammerdations, and set standards of good practice for the
services they supply; but fair test use is a question of values that goes
beyord the test itself and its makers. The purpose of testing and the best
strategy for dealing with any group differences should be defined before any
use is made of tests. If a stated policy goal is to increase the mmber of
mnority rurses on a hospital staff, for example, a racially balanced group of
trainees might be selected from a pool of qualified wplicants all of whom
passed a nursing exam, ratherthanbeu\gselectmsxm,,y 1 rank order of their
test scores. Or if a college admissions staff's primary need is to predict as
precisely as possible (without over- or wder-prediction) the performance of a
group of applicants' first year grades, they could use estimation procedures
that wi1)® maximize that precision. validity studies provide valuable

)
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Althouch di fferences intstscozmofdxfferentgmxpsof people do not
mthenselvosmana\:stisbizsed, it:xsnevexﬂnlessinpcrtamtoexamne
score differences carefully. They could pouttoanamaofmm;jglbias,
warranting further investigation. They could also point to areas where
auriculies or instructional change is needed. Let's take a look at some of

terdency i
standard deviation) has neav.y disappeared. The difference was evident prior
to0 1974, but from that time orw ,mmnixgﬁnqamlsexdiffmin
verbalperfommnehavebemslumtomdstwiﬂﬁnanyagegxwpﬂ\eysuxiied.

Itisaﬁzenelywﬂikalythatttﬁstraﬂmsamltotqumintsts,
forawidevanetyoftstssba-lthesmeffecc,andmnyoft}mhadmtbeen
revlsedatallmrmx;!nxtmetxmperiodmmdmged. As many of us
remembex well, theearlyaxﬂmid—70'suezeaperi.cdofgreatsocia1axﬂ
educaticnal change.

Sinoe1972,hm1en'ssmmmﬂ1esmvmlsectimhavealsodeclinedm
camparison to men's, Intheyaarsjustprimtolwz,wmnscomdbetmmwo
mﬂsevenpoim;s(axtotawtalotsoopoinm)higherthanmmmesm
verbal section. Nw,tmer,mamswrirglmrdnnwxmthatsection
by 11 points. Adiffe.reneofahaxtSOpointsbet:mm'sarﬂmn'sSAT
math scores cbserved since the mid-70's still remains today. In a slightly
olderaqegmup,thenmricanmelectimtomkeuxemteﬂecom
B@minationpu'tomlo&mllmamﬂanmnmitsvezbalsecdcn.
Ho-veve:,weneedtormsxbarﬂutsudamdecidevbeﬂnrtotaketwtslﬂte

'mebatammrq:resemtivee\ddamofﬂwtxuemadimaxﬂwriting
aduevemntotallhmericznmmaxﬂmmﬁununuatimalhss&smntof
Educational Progress (NAEP) . NAEP tells us that 17-year-old wamen contimie to
readaxﬂwrxtebet:tarthanm, alttnx;hthem:ginofdiffemneinmadim
aduevmrthasbwamsmum:wertheymmsixuelws. Most of the decrease
inﬂwditferemecnthemsuﬂmts' pu-t‘onmmeisaccambedforby
irx:neasasinmn'sscom, rather than a decline in the women's.

St\x!msrwinpmgmssshowt)utmemjorcauseofuxedeclinem
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women's average scores on admissic 1 tests relative to men's are demographic
changes in the self-selected groyp of pecple who take the tests. The most
mpoxtantotﬂmezsthatmnymemnaremta)ungthasmthanever
before. Whereas wamen constituted cnly 44.5% of the test-takers in 1965, now
at 52%, they have became the majority. This no doubt means that more wemen are
aspi.rin;tohigher education. Howaver, there is evidence that these women on
the average are not as well prepared academically as the women who previocusly
took the test. Therefore, their mean scores should not be expected to be as
high as those of their predecessors. The net effect of this is that when the
"new" group of wamen is included in the score average for all wawmn, the
average goes down. ‘There has been no correspording trend for young male high
school graduates.

We are also investigating the possibility that changes in test content
could have contributed to the decline in women's verbal scores. The amount of
science reading in the SAT changed during the 1970's, for example; however our
initial research does not imdicate that the dates of these changes coincide
with the dates of the observed score changes.

MMAssesmmpzogzanxsﬂmcunrlazgecolleqaagﬂgmmm
program that, like the SAT, tests over a millicn students =ach year. Users of
ﬂmmmsmterdtobeclustemdmcermnmgxms,mthﬂnseusugthe
ACT concemtrated primarily in the midwest and the southern region. The ACT
Assessment tests college skills scmeswhat differently than the SAT, but the
qemraltrerxbmnales'arﬂtamla'mmmgxlysmuarmbcthmtmg
programs. ACT also has experienced a growth in the proportion of women taking
the test and has also seen evidence that the women taking that test have had on
the average fewer courses in math and science than the male ACT test-takers.

Many of the issues that I have discussed today with an emphasis on women
are issues for racial and ethnic mincrity group members as well. We should
also remember that these are not separats categories: very substantial nurbers
of test-takers are minority women.

Very often minority group members score lower on tests than the majority
group. It is generally cbserved, for example, that Black test-takers,
reqardless of sex, score well below white test-takers on many educational
tests. 'memagmu.ﬁeofthadufem\cebeueenalackarﬂmcemrﬂmam'
scores is larger than all but a very few gender differences. Hispamc
test-takers as a group, tend to achieve scores somewhere between those of
Blacks and Whites. Asian-American test-takers, as a group, excel in
rathematics and science tests, but & less wall than majority group members on
verbal tests. Again, none of these differences in themselves indicates bias n
the test, but may simply reveal continuing disparities in the education of
mmntysmdentsofauaqas Formcanple,welcmthat:aladcarﬂmspamc
students are less likely than white students £o be enrolled in an academic
program in high school.

These broad generalizations hold true on major admissicn tests such as
the SAT and the ACT Assessment. However, there is sme encouraging news. A
muber of statistics from admissions tests, large-scale longitudinal surveys,
and the National Assessment of Educaticnal Progress suggest that the qap
between majority and minority group scores is narrowing, particularly in
reading. Different tests show differences in the rate of this progress but the
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test-takers as a growp. Black students, like women, terd to take less
coursework in mathematics than majority males and to be underrepresented in
higher-level math courses. This 1s, not surprisingly, correlated with their
mathematics test scores, and is an important area where further affirmative
efforts to increase wamen's and minority group members' participation in
mathematics and science actavities are greatly needed in order to improve their
academic and erployment opticons,

—— ; .

As we have seen, differences in performance on standardized tests by
differentqupshavelcngbeenobsewedarﬂamcloselym\itmedby
educational researchers and testing campanies. A necessary first step in
investigating score differences is to examine the test itself for any possible
bias, Iwanttotakealittletimmtotalkahwtm:iwaatmstrjm
ensure that tests are fair,

Today we are focussing on standardized admissions tests. These tests
amtamilmtomnyotwbemuseweormrdxildrmhavetakenﬂmfor
entrance tc college,

In additien, ETS, urder the leadarship of our president, Gregory Anrig,
hasattaxptedtogobeyaﬂthestarﬂanhotthemfssimasawholeam
hascmabeditsownsta:ﬂaxdstorﬂxeqnlityarﬂfuinnssofﬂaetstsm
develop. 'nmestardazds,hhld\aresetfonhinmisboo)det,meetorma:eed
the general professicna), standards. Qaimnmda:ds,lrﬁqlmtﬂutacopyof

i further

anaccanﬂzbuitysystenorauditsotanwrmmn;pmgrm. We have also
invitednmmmmpamlsofdisthgmshedemmwrsarﬂcmerspecmisrsw
critiquewrpncmc&sarﬂtocmmrtcnmmpublicly.

how to make them, and that they are fairer than alternatives such as interviews
and letters of reference. Amn;ﬂwmnystepstakenwermaﬂaeaccmcy
and quality of the tests we develop, two are especially important in ensuring
racial ard sex faimmess: the "Sensitivity Review" and the "differential item
functioning® process, which I would like to describe briefly.

First, everyqu&ct.imineveryustdevelcpedbysrsnb’tmﬂe:go
scrutiny by specially trained sensitivity reviewers who follow rigorous,
documented criteria designed to ident1fy questions that may be called biased
because of inappropriate or offensive language or content. The reviewers also
dmedcwmkesurethatthetstxsappmpriatelybalamwwimmspectw
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representation of pecple in different groups and in different roles. For
exarple, we would consider it unacceptable to have a test of i
caprehension that showed wamen only in damestic roles. I would like to have a
Copy of an overview of aur Sensitivity Review Guidelines included in the
hearing record, Mr. Chairman.

Further, ETS has developed and 1s in the process of introducing
operationally new statistical measures of potential bias, or "differential item
functioning.” The basic idea behind these statistics is that pecple who know
approximately the same amount about the subject being tested by a question
should have similar chances of answering it correctly, regardless of
differences in their race, sex or ethnic background. The statistics therefore
first match two groups of pecple in tems of their relevant knowledge and
skill, then ommpare their performance on each test question. This gives us a
measure of a test question's "differential difficulty.® These statistics will
thus help to identify differences in performance that may reflect potentially
i te characteristics of certain test questions. Such statistics will
be used by all the major programs for which ETS develcps tests. The
cbination of statistical analysis with thorough and detailed professicnal
mviewsotaﬂqxstiasp:widsamﬂxstrmqerg\amnteeagahstpowmial
bias than would either method used alcne.

I should also mention that one of ETS's basic camponents in the test
development process to ensure test validity is the use of committees of
educators to plan and develcp tests. Taese camittees are camposed of subject
matter experts, usually teachers or w:iversity professors. The camnittees

aur tests and help ensure its acauracy These cammittees work with an ETS test
develorment staff wads up of 86 women and 46 men.

ETS has a long history of contributing to research on test fairmess and
mking the data we collact available to other researchers. Three current
studies, funded by the College Board, are particularly relevant to today's
topic. The first is a complete content history of all the SAT tests
adninistered from 1960 to 1987, telling us exactly what was tested on the SAT
and when., We can then examine over the years whather content variations did or
did not coincide with group score changes. {As mentioned earlier, the changes
in test content in the 1970's do not appear to have coincided with the dates of
cbserved score changes.] Ancther study will use the "differential item
ditfiaﬂW"hedmhpsﬁnthustd&cribedmamineSATv&zbalqlmtimsto
see whethar content factors (such as science contexts) are responsible for
score differences for men and women who are ctherwise comparable in their
overall varbal reasoning skills. A third study will expand our knowledge of
the demographic characteristics of the women and men who take the SAT and the
relationship of these characteristics to their SAT scores.

Fairness is also important in how tests are used. It is the job of
ustingcmpanimboptuhnethabsttwtspossiblefmatedmimlpointof
view, ard to provide interpretive material and sound technical assistance to
their clients and users as they decide how to use test scores. Admissions test
results, cbviously, are intended to enhance the ecuity and efficiency of the
college selection process. Decisions about the use of test scores by colleges
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do not oocur in a value-free context and are mot under the direct control of
ETS or any other agency.

Institutiona) and societal priarities are hrought to bear cn statistical
data. A better gecgraphical mix of students, for example, may be desared in
the new first-year class at a small college in a Great Plains stata. A larger
mumber of athnic minority students might be sought by an institution in the
Pacific northwest; or a large, predaminantly femle first-year class my be
sought by a formerly all-male private college in New England which has recently
decided to admit women. Each of these colleges will and should make its own
value judgments, according to its own priorities, as to how to use test scores
ecuitably in the admission process. This was the view taken by the National
Academy of Sciences' Committee on Ability Testing in 1977, which put it better
than I can:

"Even recognizing the inherent difficulties, we
believe that admissions officers have to exercise
judgment, case by case, as, in fact, many now do.
The goal should be to effect a delicate halance
among the principles of selecting applicants who
are likely to succeed in the progrem, of recognizing
excellence and of increasing the presence of identi-
fiable underrepresented subpopulations.® (P. 196)

Mr. chairman, in closing I would like to summarize the major points I
have made today:

o carefully developed standardized tests are morc fair than
the available altermatives, which frequently rely on
subjectave personal judgments about groups and individuals;

o without tests we would lack basic information about how well

educational programs are working — information that is essential

o score differences exist, but by themselves do nct mean
bias on tests; mny factors contribute to such differences;

) ETS, a leader in research an testing amd test bias, uses
processes for developing standardized tests that are thorough,
careful and designed to make oxr tests as fair as possible.

I than. you for the opportunity to speak to you today about an issue that
1s near and dea. to my heart. Iwillbegladtoamrdnyq\muomymam
the cormittee ray have.

§ oo
X t.J (W

ERIC

Aruitoxt provided by Eic:




160

CAROL ANNE DWYER

EXPERIENCE

1983~present EDUCATIONAL TZSTING SERVICE: Executive Director,
School and Higher Educetion Programs (SHEP) Test
Development, Administrative Head of combined Teet
Development arae, including the following departmente:
Science, Langusges, Legal Projecte, Mathematics,
Litereture & writing, Verbal, Reasoning & Meesurement ,
Bducation, Sociel Studiss, Developwental Mathemstics
and Resding.

1982-1983 EDDCATIOKAL TESTING SE“VICE: Deputy Diractor, School
and Bigher Bducatfon Prograas (SHEP) Test Developaent;
Director of Admiesions Taet Development.

Deputy Adsiniatrative head of combined SHEP test
development ares, including Achiavement & Certificarion
Teot Developmént end Admisaions Test Davelopusnt.

Muiniotretive hesd of Adalseione Test Development,
vhich {ncludes the following groups: Mathematica,
Litereture & Writing, verbal Aptituds, end Ressoning
& Messurement. The Achievement & Certification Test
Devalopment arss {ncludec the following groups:
Rducetional Procasses & Devalommantal Skilla, Sciance,

&d Languages,

1976-1982 EDUCATIOMAL TZSTING SEXVICE: Taat Developaent Group
Hesd and Program Director, Elwmentery end Secondary
Scbool Programe

Administretive haad of tast development unit of Zlenentery
snd Sacondery School Progreas

Director of developmental snd operational testing
peograms (Dasic Skills Asasasmant Program, Bersuda
Secoadary School Certificata Programme, Delewars
Asesament Progrem)

Devaloper of subject watter exmminatiorc in psychology
for tha Graduats Record Exaainetion Soard (GRE) and the
College Board

Member of ETS advieory boarde end committess for: Program
ressarch policies, candidete misconduct, program
policien, norming studies, test analyses, vonen'a
offaire, otatistical anslysss of teats, item anelyeis
procedures, use of cut-scoras, personnsl classification
and compensstion, regional office planning, prior

ravisv of resverch, controversisl issuas in testang
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CAROL ANNE DWYER (continuad)

1974-1979 Coadjutant Faculty: (hild Paychology (undergraduate);
Counsaling and Teating (graduste) Trenton State Collage,
Tranton, Nev Jersey

1972-1976 EDUCATIONAL TESTING SEAVICE: Associate Ixaminer,
Eleaantary sad Sacondary $chool Progrers

Coordinator and primery developer for uajor tasting
prograns (Sacondary Schools Admissions Tasts, Nove
Scotis Educationel Assssmmcnt, Oregon Statevide
Asssaemant, Harrisburg (PA) Bnrl{ Childhood Language
Asssesuant project and workshops

Instzuctor, Iatensive Reaidant Coursas (Programe of
Continuing Bducation)

Asasssment Concarns in Barly Education

Asssssgent and Evalustion in Rducational Planning

Ivalustion of Parformanca-Based Teacher Education

Criterion-Referenced sn Objectives-Referenced
Messureant

Reporting, Intarprating, and Using Teat Reaulte

Critarion-rafarenced sssassment of basic skille

Adminiatrative diractor of Bermuds Secondery $.000l
Cartificats Programme

Consulting:

Cleveland Board of Rducation

Madonns College

Natiozel Instituts of Education

Haryland Department of Zducation (assssemant for
accountability)

Delavere Departmant of Public Inatruction

3ernude Minlatry of Rducation (high school greduation
requireasnts)

Fomos Inatituts (nacds ssssssment and Ticla IX)

Wallaslay Center for Ressurch oo Woman

Watienal Catholic Bducationel Asgociation (teating
outecomas of raligious education)

Wisconsin Research and Development Contar for
Cognitive Lesrning--Univarsity of Wisconsin, Madison

1971-1972 8chool Pgychologiat Murrey 8School District, Dublin, CA
1870-1971 Clinizal Psychology McAulay Neuro-psychistric Instituts,
Practicun ({ntern) §t. Mary'e Hoapital, Sen Prancisco, CA
1969-1971 Ressarch Assistant ETS Barkeldy Regional Office,
Berkelsy, CA
1969-1970 Resaarch Assistnt Or. K. M. Lanbart, Univarsity of

California, Barkalay
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CAROL ANNE DWYER (continued)

1969-1970 Peychologicel and Head Start evalustion, Berkeley,
educstional tasting Unified School Distriet;

Stenford Univarsity Schoo!
Mathematics Study Group;
Far West Ladorstory for Educe-
tionsl Resesreh & Development
Californis School for the Desf,
Barkelay

EDUCATION

Univereity of Chicego 1976 Industrisl Relations Centar,
fuumer Hanagemsnt Devalopment
Seminar

Univareity of California,
Batkelay 1972 Ph.D.  Educstionsl Paychology

University of California,
Barkalay 1970 M.A. Educat ionsl Psychology

Barnard College,
Columbis Univecsity 1968 A.B.  Peychology

SELECTED PUBLICATIONS

Sex Bquity from Zarly Education through Postascondary. In Achievino
Sax Equity through Rducation, 8. Klein (Ed.). Baltimora: Jobm Hopkins
University Press, 1985,

AERA Guidelines for Eliminsting Race end Sax Bius in Educetionsl Resssrch
sud Evalustion, RXducational Ressarchar, 1985, 14, 16-17.

Tachnology sod Teating: Implicatiens for Validity in tha Coaputer

Era. fducstional Messurewent: Issuss and Practices (in prass). Original
varsion pressntad at Fifth Internations] Symposium oo Educationsl

Testing, University of Stirling.

Zquating the Standarda of Bducstiona) Exeminstions in Tvo Countries.
British Journal of Educational Paychology (with R.J.L. Murphy, 1n press).

Sex Bises &nd Resding Tests. Paper pressnted to tha Internstionsl wt8ding
Ascocistion Annual Meating, May, 19f4. (with K. Carrits)

Chair end prasantsr, APA Division 13 Racant Scholars Avards. Aparicen
Paycholgoical Association Annual Meating, Ansheim (CA}, 1983,

Equity in & Cold Climsta. Educatiomal Rassarcher, 1983, 12, 14-17. With
3.K. Biklan, L.8. Koastar, D. Follerd, J.D. Schsunemsn, C, Shskeshaft.
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CAROL ANNZ DWYER (continued)

Encouraging Girls and Wowen in Mathematics (book review) Tha Paychology of
Woman Quartsrly, 1983, 1, 383-387,

Achisvemant Testing. Invited raviav cf achievement teating for Encyelopedis
of Educationel Rassarch (rifth edition). New York: Macmillen and irce ¥rasa
sl TS S RAb areh (Fafth edition),

1982,

Reviev of J, Stockerd, P. A. Schouck, K. Kempner, P. Williass, 8. X.

Edaon, end M. A. Smith Sex Equity in Bducation Contemporary Education,
1982, 1.

AZRA Invited Treining Ssssion: 3jiss and testing. AZRA 1982 annusl
seeting (witk J. tcheuneman),

Organixer and Chair, {nvited Stste of tha Art seriae, American Paychological
Associstion ennuil maeting August, 1982 (with Anna Anastasi, Robert Ebel,
and Samuel Neaaick).

Aseessment of Young Childcen. Iavited workshop, Internationsl Council

of Peychologieta, University of Southempton (Eaglend), 1982. with W, X,
NcPesk.

The Role of Schoole in Developing Sex Rolea Atticudes Gheptor 12, in
J. Downiag, et ol (Bds.)

Bex Role Attitudes and cultural Change.
Dordacht, Bolland: D, l&idlf, 1981,

Teet devolopment for adeptive teating. Proceedings of the 23th Asnual
Conference of tha Military Testing Asaoclstion, 13 1, vol. II, }301-1312,

Training and Employment Experiences of EZducationel Paychologista. Paper

presented to Northesst Educstionel Research Aseociction, October 1980
(vith Janics Scheunsman).

Equating the Stendards of Bducational Examinstiona im Two Countries.
Paper presented to tha Fourth International Bymposium on Educetional
Teating, Antwerp, Belgium, June 1980 (with R. J. L. Murphy).

Criterion=Referenced Teatng. Invited vorkshop, International Counecil of
Paychologista, Univeraity of Borgen (Norwey), 1980. wWith W. M. McPesk.

Validation of Performence Stendards. Paper preeented to the Yourth

Interne.ional Sysposium on Kducational Testing, Antwarp, Belgium, June
1980 (with c.L. wild).

Sex biss in selection. In L. J. Tk, van de Ksmp, W. ¥, Lengersk, and
D. M. N, de Gruijter (Bda.), Paychowstrics for Educations! Debates.
Chicheater, England: John Wi ey & Sone,

The Role of teets and their content {n producing epperant sex=ralated

differences. 1In A. C. Petersen and K. A. wittig (2ds.) The Developasnt
of Sex-Related Differencee in Cognitive Punctioning, New York: Academic
Fress, 1979,
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CAROL ANNE DWYER (continuad)

The rola of schools in developing sex-role sttitudas. Paper presented to
the World Congress on Mental Health, Salsburg (Austrie), July 1979.

Minimum Competency Testing: Probleme end Solutions for the Eightias.
Symposium on Minimum Compersncy Tescing, Templa Univarsity: Philedelphis,
October 1979,

Setting defaneidble parformance stsndards {(workshop). Phi Dalts Kappe
lesdarahip Conferenca: Cleveland, Ohio, March 1979.

Minizel Competsacy Testing and Messurement Tachnology, Interchange, 1978,
3, vhole {asue,

A croas=national survey of culturel expectations and sex role standdrds
in reading. Jourpel of Resesrch in Resding, 1979, 2, 8-23. (Wath J. Downing)
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THE ETS
SENSITIVITY REVIEW PROCESS:
An Overview

Introduction

Educational Testing Service 1s cominitied to the development of tests and other publications that reflect
4 thoughtful and humanistic consideration of all peuple and that acknowledge the multicultural nature of
our society In the 1970s, ETS broadencd the review of all tests to ensure that 1) they contained questions
recogmzing the vanied contributions that mmonty members have made to our socicty and 2) there was no
1nappropnate or offensive matenial in the tests In 1980, the corporation, building on the review procedures,
formally adopted the ETS Test Sensiivity Review Process In 1986, this process was extended to all publica-
tions, inciuding audiovisual matenals and art work The purpose of the process Is 10 ensure that the guide-
lines. found in the ETS Standards for Quality and Fairness, are met

One such test development guideline instructs test developers to prepare for cach test, with appropnate
advice and review, specifications that cover several critical areas, inluding requirements for matenal reflect-
ing the cultural background and contnibutions of major population subgroups

Another test development guideline requires the review of individudal items, the test as a whole, and
descnptive materials to assure. among other things, that language, symbols, words, phrases, and content
that arc generally regarded as sexist racist, or otherwise potentially offensivc, nappropmate, or negative
toward major subgroups are cluninated

Finally, an accountability guideline demands the review of publications and other matenals to chminate
language or matenal generally regarded as sexist. racist. or otherwise offensive or inappropnate

Although a substantial portion of the process consists of general cnteria that can be applied to any
population group, expertence has shown that a particularly vigilant effort must be made to evaluate our
publications from the perspectives of the following groups Asian Pacific Island Americans, Black Amen-
cans, Hispame Americans, individuals with disabilities, Native Amencans, and women The process, there-
fore. specifically addresses areas of special concern to these population groups

Background

Sensitivity review, required by Educational Testing Service for alf 1ts tests and publications, attempts to
chminate offensiveness from all ETS matenals Such offensieness could obstruct the intent of a publication
-~ whether a general publication or a test In the area of test development, for example, the impetus to avord
offensive matenal comes from a desire to ensure that each test is indecd ashing all test takers to perform the
same task under the same conditions, nsofar as 1t 1s possible te do so

The importance attached to sensitivity review does not imply @ measurable relationship between mate-
nal coni fered offensive by some test takers and the scores of test takers However, matena) that candidates
consider offensive may produce negative feelings that may affect their attitudes toward tests, and hence,
their tes scores Recognizing both the negative feelings that a test taker may have when dealing with test
matena and the possible effect that offensive test matene! may have on the test taker s performance, ETS
has snst tuted a sensitivity review process for tests and other publications

The sensiuvity review guidehnes specify six groups that are to be given special consideration in sensitiv-
1ty 7eview Asian ‘Pacific Island Americans. Black Amencans. Hispanic Ainericans. individuals with disabili-
ties, Nitive Amencans, Amencan Indians, and women The guidelines, however, are general, they can be.
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and are, extended to cover matenals that are potentially offensive to the elderly and to meinbers of ther
groups. including men. not specifically mentioned 1n the guidelines

The sensitivity review promotes 4 gencral awareness of and a response to

o the cultural diversity of the Unuted States,
the vontnbutions of the varous ethnie and minority groups and women Lo the history and culture
of the United States as well as the achievemnents of individuals witlin these groups,
the diversity of background, cultural tradition, and viewpoints o be found in the test-taking popu-
lation.
the force of language 1n setting or changing attitudes toward vanous groups and toward women.
and
changing roles and atutudes 1n United States society

Factors Guiding the Sensitivity
Review Process

Cultural Diversity

Since the 1960s, the United States has become much more aware of the diversity of its pepulation. Both
the vivil nghts and fenumist movements have helped increase the visibility of worien and peopie from
muinonty groups Further, this representation has moved away from stereotypes and has emphasized the
occupational diversity and cultural contnbutions made by all groups

Consistent with these advances 1n socicty as a whole. the ETS sensitvity review guidelines specify that
all ETS publications must include matenal that reflects the diversity of the test-taking population By
underscoring the contnbutions of all groups to United States history and culture and by lighlighung the
individual achievements of women and minonty groups in ficlds such as science, terature. and busincss,
LTS tests and publications attempt to maintasn a balance that acknow ledges the cultural diversity of the
test-*uning ponulations The sensitivity review process requires the demonstration of such a balance

Diversity of Background Among Test Takers

Beca ase test tahers are different, 4 question may carry an emotional charge for one candidate or
group of candidates that it does not carry for others For example, 4 reading passage on sex differences in
intellectual ability. a question on the problems of Iiving 1n 4 ghettu, or data concerning the presence of
wertain diseases 1n a4 given popudation may very well be upsetling 1o some test tahers The sensitivity review
helps to ensure that matenai dealing with disabilities, gender. or cthucty is developed with care Further,
test takers may go away from a standardized st nol knowing that they have given an incorrect answer or
that they have musread a passage, therefore. offensive statements included as choices for the answer to a
question may well reinforee the very stercotypes or bias that the rest of the test avuids Such choices niust
be avorded wherever possible

Force of Language

With changing attitudes toward vanous groups within the United States have come changes in

the words we use Negro, for example. 1s no longer generally aweptable as a racial group desenption. Bluck
Amaiican s now the preferred term At one ume, people with disabilities were universally referred 1o as

handiapped  The term used most frequently now 1s disubled A term such as “scitlers and their wives 1s
no lunger used because st places women in a calegory apart from scttlers, who arc generally considered
male in this construcuon, and because it duwngrades women s contnbuuions to seitlement Similarly, the
so-valled “generie he, ' though at one time considered the corret pronvun to use when refernng to both
sexes, 15 now seen as excluding women These and other worus and descaptions that exclude groups or
perpetuate stereotypes arc avorded in ETS tests and publications
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Changing Roles

Sigmificant socral changes have taken place in the United States in recent years Famuly patterns bave
changed, women have entered the paid labor force in greater numbers and 1n posttons they have not
typically held, members of minonty groups are making important contnbutions 1o fields from which they
were largely excluded just a short ume ago ETS tests and publications reflect such ch. nges, mndicating 1o
test takers that ETS 1s aware of social change and of the opportunities open 1o ail test takers In ETS
matenals, therefore, job titles that seem 10 restnict occupations (firemen, businessmen, stuntmen) are not
used Further, women and members of minonty groups are portrayed as active participants ‘n society and
appear in a balanced vanety of roles Where a question 1n a mathematics test mught once have mentioned
Mary Smuth’s calculauons for roasting a turkey, a similar question today might menuion her calculauons for
establishing mussile trajectones

The Sensitivity Review Process

Reviewers

Reviews of ETS publications are conduuted by LTS professional staff members whe are tramned
sensiuvity ssues at two-day workshops and penodic one-day refresher courses W tule there are a number of
reviewers who arc women and,or members of mmonty groups, membership in such groups 1s not a prereq-
ussite, and any professional nterested 1n the process and showing convern for equily may be trained to
admmister 1t

Test Sensitivity Review Procedures

The test sensiivity 1eview process has threc components an optional preliminary review (required by
some testing programs), a mandatory final review, and an arbitration process

(1) Preiiminary review

Any stafl member who 1s assembling a test may request a preliminary review 10 screen questions and
answers, rewding passages, and other matenals for sensinvity-refated .2y The reviewer's recommendations
are not binding at this stage, however, a preliminary review 1s an excellent nieans of idenufying potential
problems early tn the test development process, whin modifications can be made more casily

(2) Final review

The mandatory final review takes place after the test has been assembled and dunng the regular editonal
process This review must be conducted. even if the test received a prehnunary review

The sensitiv ity reviewer, who 1s always someone other than the person who 1s responsible for the test (the
test assembler), notifics the “cst assembler i1 .nting of any sensiuvity-related 1ssues the test has raised. The
test assembler must then address in wnting all concemns of the sensitvity reviewss In the vast majonty of
cases. the test assembler and the reviewer are able 1o resolve the issues satisfactonly When the two cannot
resolve issues raised by the reviewer, a sensitivity review voordinator meets with them to ensure that they
clearly understand each other's position If the reviewer and assembler sull cannot reconctle their differences,
they and the coordinator mect with a test developmient director. and the fous of them drwcuss the problem
question or passage Most issues are resolved at this pulnt In a few cases. the natenal in question must goto
arbitration

o,
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(3) Arbitration

Arbitration 15 performed by a nancl of three staff members who are outside the test develupment .areas
and who are not involved with siic test in which the disputed question or passage appears

After exarmning the disputed matenal, the panel must reach consensus as to whether or not the matenal
conforms to LTS sensttivaty review gurdelines and procedures The devision of the arbitration panel 1s binding

Sensitivity Review Procedures for Other Publications

Sensiivity reviews of ETS publications other than tests are performed by the editors of those publica-
tions unless the editor is also the author, 1n which case another editor performs the sensiuvity review Editors,
fike test reviewers, are tramned in the sensitivity process

As a rule. editors undertake sensitivity reviews when the manuscnipt has reached final draft stage, before
1t 1s put mto production However, ediiors are encouraged to review copy nformally as early 1n the editonal
process as possible 1f a2 manuscnipt that has already received a sensitivity review 1s changed, the sensitivity
review editor must review the additions for conformity to the ETS sensitinty gutdelines Editors are also
responsible for reviewing audiovisual pubb.ations and artwork proposed for inclusion 1n publications. using
the same procedures descnbed above ETS-developed software 1s also reviewed for sensitivity

Editonal staff brning sensitvity 1ssues to the atiention of the project director The editor then works with
the project director to ehiminate questionable or inappropnate matenal from the publication

A project director who chooses not to change 4 manuscript must reply in wnting to the editor’s query In
case of further disagreement, the dispute is resolved with the same arbitration process as that used for test
maienal

Review Criteria

The sensttvity review trasning sessions teack reviewen to evaluate matenal in light of speafic unteria

(1) Stereotyping

All Z7C publications are reviewed to ensuie Jhat therr language and ilustrations reflect a fair and
unbiased attilude toward all people and are free of matenal that reinforees stereotypes For example. women
should not be portrayed only cooking, maintaining & home. ur laking vare of children Sensitivity reviewers
are trained to dentfy stereotypes specific to each of the targeted groups and are given 4 uist of “vaution
words and phrases™ Some of these are unacceptable, e g , “redmen’ when refernng to Native Amencans
Most caution words and phrascs (¢ g , underprivileged) signal that a sensitive sue 1s being addressed

(2) Examinee perspective

Test sensitivity reviewers hiave a particular concern that does not apply often to reviewers of other hinds
of publications They must evaluale all questions from the perspective of test takers, who do not necessanly
know the correct answers If an examinee must know the vorrect answer 1n order to prevent a question from
reinforung negative attitudes or stereotypes, the question may be 1n violation of the gudelines For example.
4 wrong answer 1o a gueston about Hispanic culture should not reinforce  for those who mistakenly think
the answer 15 nght  the stereotype of the “lazy™ Hispanic who always puts off work unul ““mafana ™

(3) Underlying assumptions

While stercoty pes dre often blatant. underlying assuniptions wan be extremely subile Underlying
assumptions may lead one to mustake aspects of Western culture for universal norms or 1o misunderstond a
particular group For  ance, 4 publivation that refers to i afflicted” person “suffenng from™ cerebral
palsy reflects the wnter s undexlying assumptions about what it is like to have thus physical condiion

(4) Controversial matenal

Highly controversial matenal, such as legahzed abortion. 15 to be included i tests only when it 1s
relenant 1o what is being tested  For exaniple. d test for docturs or nurses may have tu contain questions on
aboruion, but a test of reading ability should not include a reading passage on this controversial subjet

O A 1[“'{".
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(5) Contextual consideratiors
Somectimes the use of potentially sensitive matenal 1s unavoidable There are four main areas in which
this may occur

® Historical domain 1n order to measure an individual's knowledge of history. 1t may sometimes be neces-
sary 1o quote from matenal wntten dunng a period when social values differed markedly from today's
For example an older passage descnbing members of the Black community may use the term “colored ™
While 1t 15 desirable to avoid such matenal when possible, the matenal must be judged 1n the overall
context in which it appears

3 Literars domain Matenal that1s designed to measure an individual s knowledge of lterature or quotes
from works of Iiterature often contains similar problems For example, a passage may use the so-called
‘genenc he™ 1n refernng to men and women A gain. such matenal must be evaluated 1n hight of the
overall purpose of the test,

¢ Legal domaii Matenal draws from legal sources may sometmes deal with sensittve 1ssues For example,
4 law test question on the detention of citizens may refer to the incarceration of Japanese Amencans
during World War 11

Hewlth doman Certain exaimnations n the health profession require knowledge that may be considered
sensitive in other contexts For example, it inay be necessary to test nursing candsdates’ knowledge of
Tay-Sachs disease 1n Jewish famlies

Inclusion of potenuially sensitive matenal depends on the content of the cnure test or publication
Given an appropriate context. use of certain matenal may be justifiable

(6) Entism, Ethnocentncity, and Retated Problems

To ehinunat. «onuepls, words, phrases, or examples that may upset of otherwise disadvantage a test
taker. £TS makes every effort not 1o include expresstons that might be more familiar to members of a
particular woaal cass or ~thnic group than the genceral population, such as “soul food™ and “trust fund”
unless the terms are defined or knowledge of them 1s relevant to the purpose of the test Words and sentence
constructions that could have different meanings for different cthnic or geographic groups are avotded Care
1s also taken to assess the appropriateness of dualect, slang. and non-Enghsh words and phrases, such as
“bairn,” “suchball” and “maven.” which tend to be more famihar to certan ethnic. geographic, or other
subgroups of Enghsh speakers

Additicnal Information

The above 15 an ovenview of the sensitivity review process If you have comments, questions, or desire
more Information about the process. plec se wiite 1o the Office of Quality Assurance, 09-D. Educational
Testing Service. Ponceton, NJ 08541-0001
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PREFACE

L J

Educational Testing Scivice (€15) 15 strongly commatted to the prinaples of
openness in testing, publhic accountability, quality and fairness in October 1981,
the €15 Board of Trustees adopted and publicly announced as corporate pohcy
the 15 Standards for Quality and Fairness At the same tme, the Trustees
directed 1~ management to maintain a program for monitonng adhicre ice to
the Standards and authonzed the appointment of a Visitng Committee of
persons outstde t15 who were to annually review and regort to the Trustees on
e1s’s adherence to the Standards These actiors by the Trustees are tangible
evidence of (15> commitment as a prvate, nonprofit educational organization to
public accountabihity and to publicly declared standards by which the organiza-
uon 1s prepared to be judged €15 believes that the Standards contribute signifi-
cantly fo the qualty and utility of wts programs for those institutions and
individuals €15 serves

Compliance with these Standards s taken serously at 11 The Standards are
apphed to all e7s-administered programs Adherence to the Standards is regularly
assessed through a carefully structured audit process and subsequent imanage-
ment review Every three years, the policies and practices of each program are
reviewed by teams of €15 and outside professicnals that are asked to report to
senior management any instance in which the program does not meet the intent
of the procedural gindehines The audit 1s a nigorous process Management then
evaluates every recommendation made by the audit teams and deudes what
actinn, i any, should be taken to address the teams’ findings It is only at this
stage — with the ‘ll attention of semior management  that considerations of
sach factors as cost and techmical feasibiity are taken mto actount in judging
how to contorm to the Standzrds

The t15 Standards and their implementation are important matters to the t1s
Trustees To ensure that the Standards are interpreted and applied according to
the spint and purpose intended, the Trustees established a Visiting Committee uf
persons outside £1s that s comprised of disinguisiied educational leaders,
expe s ntesting and representatives of organizations hat have been critical of
t1sin the past The Commuttee meets ann _lly with £15 staff, senior inanagemen t,
and outside auditors and it issues a repuic directly to the Committee on Public
Responsibility of the t1s Board of Trustees in June of each year The Visiting
Commuttee « teport 1s pubhished by e1s and released in its enurety to the media
and to any interested members of the public

The tis Standards and our effurts to apply them reflect s s determination to bold
itselt actountable to ugh standards of performance and to setting high stan-
dards tor the products and services €15 provides These efforts have been viewed
positively by 11 stait as vell as the chients we serve We take great pleasure
noting the tirst Visting Committee’s conclusion
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We tind £1s s eftort to maintan and mprow e the qualty and tairness of
testing well conducted Ve hnow af no other testing organization with
anvthing comparable The tis sustem of auditing its work s an admirable
component of Lis s comnitment to puhlu accountability we .lppldud
¢1s sintent 1o he pubhic kv open about ac tisities inwhich the publiec clearly
has a legitimare mterest even though s 1s a prvate organization

This publication represents a continuation o this comnutment In 1981 the
Amencan Fducational Research Association, Amencan Psychological Associa-
ton and National Couneil on Measatement nn Educ avon edopted a comprehen-
ave revision of the standards for Fdu ational aond Py chological Testny The s
standards tor Quahty and Fairness had been based on the previeus jont
sandards ot these three protessional associations We have revised the s
standards n order to stay inthe toretront ut measurement and the latest thinking
ot the protession These tevised 18 Standards tor Orifity and Fairness, v hich
were adopted by the tis Buard of Trustees on Apnl 101986, will be reviewed
caretully duning the next year and will be used n the 1986-87 audit process
Following :his tnal pertod the Standards will be reviewed onee again rev wed it
necessary and presented 2 the tis Trastees for ther tinal approval in 1987

K L

Gregon R Anng
President
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INTRODUCTION

The 15 Standards tor Qualty and Farness are designed to ensure that s
products and services demonstrably meet exphicit critena in scven areas ot basic
importance  Accountability, Confidentialty of Data Product Accuracy and
Timeliness, Research and Development, Tests and Measurement Test Use, and
Public Information The first three sections of the Standards deal with issues that
relate to all €1 activities the responsibilities ot "1~ to those affected by its
activities, the nghts to and mitations on access to data collected by t1s, and the
control of qualty and performance The remaining sections concern issues
relating to€1s's mam endeavors Research and Development Tests and Measure-
ment, Test Use, and ®ublic Information

The t15 Standards reflect and adopt the Standards for Educational and Psy cho-
logical Testing jontly issued by the Amencan Educational Research Association
(AERA), the Amencan Psychological Assouiation (APA) and the National Councll
on Measurement in Education INCME) The 1y Standards, however, are tailored
to e1s’s particular aircumstances and needs Thus, the Standards may not be
useful to organizations whose practices, programs ursenvicer ditfer rom those of
€s

The Standards are comprised of both prinaiples that underie trs efrorts in each
area and pelicies that govern deusion-making and guide the development ot
more spectfic goals The Standards are implemented by t1s management through
procedural guidelines that provide more detailled critena for tis s diverse pro-
grams and services The Standards are reviewed and revised from time to time to
heep abreast of developments in professional practice and research

Like the Standards for Educational and Psychological Testing wsued by AIRA
APA, and NCME, proper interpretatior and implementation ot tis s Staundards
depends on the seasoned judgmerit of profcssional statf These judgments must
be carefully based on research, professional expenience, and sound reasuning
The t1s Standards are intended to guide and assist Us protessionalsin the flexible
and sensitive exercise of professional judgments, not to obviate the need tor
those judgments Thus, if adherence to any procedural guideline s inteasible ur
Inappropriate In particuiar urcamstances, o if good protessional practice in a
particular instance conflicts with the letter of a guideline, then sound practice
consistent with the spint of the underlying principles and policies, should prevail

€1 does not have sole responsibility or authonty to determine Fow or whether
these Standards will be implemented in activities tor which practice or policy 1
substantially established by a group, indwidual, or institution other than tis
These Standards are not intended to establish obligations on the part ot tis teact
or intervene In situations where the pertinent responsibility rests: primarihy
outside t15 However, t1s does encuurage and assist groups and mstitutions in
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implementing the Standards related 1o any of thew actvities that mvole 11
products or services

Es nas committed ttself to these Standards and to a continuing program ot
research and development As a result, 11+ expects to expand the realm of
knowledge relevant to is actvities and to nurture at tis and elsewhere the
development of thoughtful and sensitive protessionals with the skills ane sensi-
ity necessary to apply the prnaples and the policies embodied 1 these
Standards
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ACCOUNTABILITY ‘

Principle

i1y acknowledges responsibility tor the eftectinve stewardstup of its resources £
the New York Board ot Regents which has issued its corporate charter to the
goverrung boards that sponsor and set policy jor p agrams or senices m which
(1 products of services are used, to the moniduars and commuttees that advise
£18 wWith respect to appropriate policy tor s programs to the imstitutions and
agencies that ise s products and services, to persons wha take s tests and
parents or guardidns of minor persom), submit data tor use by (s or lor
distbution to others or participate i research and development projects
conducted by s, and to the protessional associations that are concerned with
edacational and psvchological measarement and research

Policies

A tiswill turmish appropriate intormation ta thuse to whomatis responsibie so they
may make ntormed, mdependent judgments as to the ettectivenes, with which
H1s exercises its stewardslup

8 118 will ~eek, consider, and, as appropriate, act on the views ot those who
sponsor use, or are atfected by t1s programs and services

C v will seek advice onats activities and poliaies trom qualitied men and wornen
who are not employed or retamed on a regular basis by tis and who are drawn
trom appropriate protessional disciplines major philusophies and ponts of view
difterent geographic regions, and the major subgroups within the relevant
population

D tswill support the activities of professivnal assocations with respect to des elop-
ing and implementing protessional standards or codes making available the
results of ¢arrent wark, and f()il('nng peer review ot s activities

Procedural Guidelines

1 Commumcate with sponsors by providing intonmaton regulardy by reporting
program status in a mannier conssten with contractual reguirenients and by
meetng at Jeast annually so that sponsors can

® evaluate t1s services in terms of guality, timeliness and costs,

® transmit comments or concerns on which s will take prompt and appropn-
ate actions, and

® express opinions about their program and tis senvices directly 1o senior trs
management

ERSC 104
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Make avallable techmical and other intormation about products and services <o
SPomsors, agencies, institutions or potential users may eyvaluate and comment
onthem Indlude repeesentatin e materiak releyant to mtended test userts) Meet
requests tor additional information not iscleded m publications within a reason-
able time and, it necessary tora reasonable tee solong as disclosure s ¢ onsistent
withlegal, €15, and sponsor poley and contractual requirements

Provide : rmation to persons who 1 :he 11s tosts submit data tor use by 15 or
f }
participate mits research and development progects so they will know

@ the sponsor’s identity and responsibyihty

® the nature of the activity or project

¢ the probable use of the product, service, or research and

® the address to which comments questons or cntiosms can be submitied

Drecttolegal counsel signitic ant proposed new or substantially revised ac tivities
tor review for comphance with federal statutes regulation  case law or state
law, as appropnate

Seek advice on program pohcies and plans, where appropniate, from quahfied
persons of diverse backgrounds, interests, and expenence teg, professional
disaphnes, philosophes, geographic regions, major subgroups, reley ant popula-
tons of interest) who are not regularly employed by 11 Intorm these mdividuals
about the results of their work within a reasonable pernod of time

Review publications and other materials 160 ehmmate language or matenal
generally regarded as sexist, racit, or otherwise oftensive or mappropnate

Record, process, and report firandial mtormation ac « urately and in accordance
with generally accepted ac counting principles

Monitor changes in federal statutes, regulations, and case law 1o assare that 1y
actvities and operations are in comphance Comphand e with other statutes,
regulations, or case law will be evaluated as appropriate

Provide reasonable accommodations with respect to protessional responsibili-
ties to permit staff members to attend pratessional meetings, to contribute to the
development of proiessional standards or codes to engage 1n activities of
professional interest, and to stay abreast of current developments m related
fields

Publish an annaal report that provides mtormation about organizational activi-
tes and finances

IC5
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CONFIDENTIALITY OF DATA

Principle

(1S recognizes the nght ot indn iduals and institutions to privacy with regard to
mtormation sapphed by and about them that mayv be stored i data or research
tles held by ¢~ and the concormiant responsibility. to sateguard intormation m
its files trrom anauthorized disclosure

Policies

A

tis will ask individaals 1o provide information about themselves only of 1t 15
potentially aseful 1o those individuals, is Pecessany 1o salitete processing of
data, or serves the public interest i improving understanding of human pertor-
mance Insofa  as possible, individuais should be  wrined of the purpose tor
wnich the intormation 1s requested

The nght of indinidaals to privacy regarding intormation about them that may be
stored in the data or research tiles held by v extends both 1o processed
information, sach as scores based on test-item responses and the raw data on
which the processed information is based

tis will protect the confidenuality of data sapphed by institutions or agencies
about themsel es, and soidenttied, *o the extent that sueh conhidentiality does
not conflict with 11v's obligations to n dividaals

tis will not eollect or maintain m its data or researcl tiles amv entical intormation
that inats judgment cannot be protected adequatels fromimproper disdlosare

Hs will encourage the organizations with which it works to adopt policies and
procedures that adequately protect the contidentiality of the data transterred by
t1s to those organizations

Procedural Guidelines

1

Inform indiadudls or i sututions to the extent appropate betore information is
collected, of the intormation s inteaded use the conditions surrounding its
contidentialty and release, and the length ot tme the mtormauon will be
retained

Use identdiable intormation about an icdiadual or institation only for purposes
tor which permission has beein granted unless »dditional consent s obtained
Release dentiiable information nom tis ool with proper consent ot prior
agreement, or g manner that assares the contide ntiality ot the indnadaal or
mstitution
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Make provision for individuals, on presentation of adequate identfication (¢ g,
signature and data file number), to authorize the dis losure of mformation about
themiselves from program data files to any appropriate recpient, provided that
disrlosure does not violate other (15 or sponsor pohicies or the privacy of other
indwiduals i authonzation is from a third party bv pror agreement with the
indvidual, the individual should be noutied when dinclosure has taken place

Make provisionfor individuals or therr legal representatives to obtain informaton
about themselves from data files held at £ 15 Such release of information must be
consistent with sponsor’s policies and b allowed only upon the indivdual's
submussion of appropnate dentifyinginformation and it necessary, payment of
areasonable fee

Assure that access 10 electromic, paper, or other forms of confidential data s
reasonably safeguarded, especially when such data may be part of a time-
shaning network, data bank, or other storage medim involving units outside ¢ 1

Develop clear retention guidehnes and procedures tor ‘iminating information
from data files in accordance with 115 or sponsor policies . contractual require-
ments whenever information on indwiduals s mantamed

Provide dentifiable data only in a manner consistent with these gurdelines unless
served with a subpoena or other legal process to provide identfiable informa-
tion In that event, inform legal counsel in order to make appropriate efforts to
narrow the subpoena i to obtain a court order or other arrangements 1o
minimize the dissemination of that ‘nformation

Inform every organization with which 115 works of the confidentiality of data
transterred by 15 1o that urganization or ¢ ollec ted by it on behalf of (15 o that
the organization can protect the confidentiality of such data

by
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PRODUCT ACCURACY AND
TIMELINESS

Principle

The accuracy of eiss prinapal products and the tmehness with which the, are
made availdable are important parts o the responsibihty ¢ has andertahen with
respect to s sponsors and the dinerse public it ser, os

Policies

A tis will estabhish standards of accuracy and tmelness tor cach prinapal product

B t1v will use quality controls that are adequate to assure that its standards ot
accuracy and umelness are met

C s will make realsuc delivery commitments and reasonable eftorts to meet
those commitments

D s will sacnfice the umelmess of the delven of intormation i the desired
accuracy of that intormation is substantially in question

£ tiv will seek to intorm those adversely attected it, subsequent to its release,
ntormation has been tound net to meet 11~ standards ot accuracy

f s will seek tointorm those adversely aticcted it there s a probability that there
will be substantial departure from (s standards ot timeliness with respect to a
prnaipal product

Procedural Guidelines
1 Venfy and ducoraert that alf principal products contorm to speancations or
standards before release by dong as many ot the tollowing as appropriate

® independently recomputing or visucl, ispecting an appropriate sample o
cach produdt, or

® assessing the reasonableness of computed tormation through reviews by
technically competent statf, or

® roviewing and prooting pnnted materal or

® aswrning adherence to tis or protessional standards through eftectve peer
review

Y
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Venty and document the accuracy of mtermediate products when

¢ the mlormation (e g, answer heys, conversion parameters, algonthms) 1
critical to the prnapal product, or

® carly detection and correction of errors would tacilitate meetmyg delivery
schedules of the principal products

3 Monitor the accuracy, tmeliness and responsieness of replies to inganes,
through penodic audits and other means

4 Report 10 a speafied tis statf member all nstances in which a produ t tailed to
contorm to requirements or to standards of accuracy or tmeliness Resolve
discrepant conditions before release of the product unless the cogmzant 1s
othicer has approved release to beneit the majority of product users

5 Correctany cnticalinformation found to be in error atter 1ts release and promptly
distribute corrected information to those adversely attected by the error

6

., v val
Make provision for indwidyals to venty scores or other intormation within a
reasonable time Such requests must be accompanied by appropnate identitying
intormation and, if necessary, a reasonable fee

7 tstabhish schedules or other process control methods 1o assure the timel
¥ Y
preducuon of each productor service Ifitis likely that a product will e late, take
steps (e g, proper notice 1o test users) to mininmize adverse effect

ERIC |
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RESEARCH AND DEVELOPMENT

Principle

o

A continumg program of research and development conducted in comphance
with pratessional standards with respect to qualty and ethical procedures
necessary to mamtam the high quahty and social utilits of s contributions to
education and soctety  This indludes basic nquimy by mcrease underscanding ot
cducational processes and human development public policy, evaluative and
apphed research m response ta the needs of the educational community, the
work place and socrets at large, and research and development to improve tis
products and servicos Publication of the results of sgmicant tis research s of
benefit to ey and the protession because it pernuts others to use buld upon, or
myprove t1s work

Policies

A tis will devote appropriate research eftorts to the tollowmng

~ Improving measurement and education thiough the discuvery and concep-
wal integration o1 new prnaples and unders anding This researan will be
amed at extending knowledge of measurement prinaples and practices,
knowledge of the leamer and learming processes ot leerning environments
and educational treatments of educational instututions and of the nteracung
factors that influence human development

® Improving the techmical quabty and the utlity ot s products and services
Among the important issues addressed by this research will be problems ot
test develop ment, reliabibity and generalizabiliy equatng vahdity  and the
soundness of test interpretation

® Responding to the measurement and educational needs ol suciety and creat
ing improving, and evaluating instruments svstenis and programs of senvace
that meet these needs

® Speaal problems taced by subgroups in socets imvoh ed with test taking In
addiion ciswillencourage analy sis by subgroup whenever subgioup nterests
are pertinent to the research bemg undertaken

B ts will conduct s research under appropniate review procedures that protect

the nghts of prnvacy and contidentrality of human subjects o respondents and
of cooperating institutions

t1s will tollow procedures to msure that s research s ot high guahty

7
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tis researchers will adhere to appropriate protessional and ethical standards,
ncluding those published in Lthucal Princaples i the Conduct of Research with
Human Parucipanis, AERA Guidelines for Lhnunaiing Race nd Sex Bras i
Lducanonal Research and Lvalvation and Lthial Standards of Psycholo-
sty

s will encourage the dissemimation of ull accounts of s researc h in the usual
protessional forums and will provide mternal means by which the results of s
tesearch can be disserminated

Procedural Guidelines

1

t~

—

5

Assure the welfare and the nght to contidentiality of human subjects or respon-
dents m each project b, following procedures approy ed by the Committee on
Prior Review of Research Procedures approved by the Commnttee include
obtaining appropriate informed « onsent, separating participants names from
data and other steps relating to conhdenuality and avouding any negative
consequences of participation

Report the results of research with appropriate care to participants and mstitu-
tons so that the possibility of risinterpretation and misuse are minimized

Publish or otherwise disseminate the results of research projects unless a justifi-
able need 1o restnct dissemination is identibied betore the research begins

Follow review procedures for researc h proposals and reports that will assure that
research s of high quality Rewiews may ineluge the tollowing considerations

® the ratonale for the research,

® the soundness of the desgn,

® the thoroughness and care of the data ¢ ollection and analyws,
¢ the reasonableness of the interpretation,

® the clanty of the exposiion, and

® the soundness of the project planning and management

Provide tor a penodic assessment of research and development priontes to
assure an adequate balance of resources directed toward

® improving hknowledge of measurernent, occupations, educational processes,
and human development,

¢ meeting the needs of the educatronal commuanits and soc ety including
subgroups of special interest,

& improving #1s products and services and the manner in whic h those products
and services are used, and

@ developing new methodologies including educational psychometric and
statstical, and technological procedures)

}l:n\
()
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6 Whenever sex, ethric racial, o o er population group- are pertinent to the
research studies shoutd be designe 1 to alow analvses by subgroun

7 Provide noretis cesed. chers sith re sonable access to tis-controlled nonpropri-
etary data o long as the prvacy ot indnaduals and orgamizations and (s »
contractual obligations <an be pro ccted Grant access to data tadlitating the
re-analyst. and crtique of publishe 1s research with the same requiremsents of
conhdentianty ot indniduals and in twuuons Encourage other orgamzaticas to
adopt a similar policy

ERIC 122
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TESTS AND MEASUREMENT —
TECHNICAL QUALITY OF TESTS

Thissection which deals with s testing actnvties s divided o seven subseg
tions that are devote d to test develop nent est administration reilabibty scale
detimition equating score interpretation and vahaty

Principle

High standareis of Guality andd tarness i Construe g adrunstenng reporting
IeIpretng and evaluating (s tosts are contral to s s aapabiity to uncton
eltectn el as an educational sence and research organization

Policies

A twdbatmee to develop tests inwhich the know teage <hills abilities or personal
chara terstics measured procedures toffowed and cnitena used will be appro-
priate to the ase tor which the test s designed ard that will be unbiased wih
regard to relevant major population subgroups being testegd

tr will establsh standards tor test admmmtration processes that nimimize v ana-
Bonsntest pertorman: e due to arcanstanc es or cenditions not relevant to the
attnbutes being measured

Coowill establish 1or ity tosts a tigh degree o rehabilitv: consistent with the
requirements and the purposes ot the test

B eswilldevelop scales forreportingscoresinarationaltashion ¢ onsstent with the
requrements and the intended use s o the test

Eorrewill provide equating swstens when dpproprate tor the perpetuation of
scote scales with the bighost fevel of precsion practicahle

Fotivwillmake woodable to s ore re PNt datu tor NLErpPretng < ores 0n s teses
that toster appropriate use of those scores

—~

Recogmzmg that test validation s a responsibiity: or both tese users and tose
developers tis will encourage and assist test Users 1 their vahdation ettorts and
will make available tests that are desgned o meet protessionalhy acc eptable
standards of validity tor the paman purposes ot each test

tswilbadbere to appropriate protessional seedards e h as those published in
Stondards tor Edacational and Paychological Testng and Prncptes tor the
Validation and Use of Personnel selec tion Pro edures

AOVY
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Procedural Guidelines: Test Development

b Obtam substantive contabutions to the test devedopent process from qualihed
meand women indading perons who are not on the v statt and who
represent diverse institation s, p()pul‘ltlun \uhgmu'n perspectives and protes
siongl specialties Docarment theie relevant quabibioations and chanictenstios

2 Ascertan and docament appropniate background miarmation tor each test ta

be developed mcdading
o the test s intended use(s)
& the population that will take the test mclading astiapated magor subgtoups

® the procedures tollowed tor detming the domain Lo be assessed a descnption
ot the domam, and a descniption ot its relevance o antiapated test use s

U Documentintormation relative to the test beng developed including

& the ravonale for the tem typeis) and test lormat to be used and whether any
background or prior expenence factors e g, age or cultural background ot
mtended test takers) atfected item type or test format seledchon

© the proceduies followed tor generating test content to represent the domain
or to hnk test and job content,

® the rationale tor the sc onng methodis espeaalhy when pdgmental processes

are used

& thetem response moded, calibration procedures, and the nature o the sample
used to estimate parameters whenitem response theory prace dures are used

to assemble the test,

® the ratonale and procedares for making brancbing decivons tor fenmimating
e test ¢ O SO ! sUwhen add NN U USUy dIe Uset
thetest and tor sconng the test when adapte o or branching tests are used

and

the logical o empincal argaments supporing comparability when multple
imethods tor presenting items o recording responses e g tecording answers
intest books, onamwer sheets, or with electramc devicessare intended to be
used and interpretative gurdehnes ior matuple methods where comparabibits

s not senparted

boPrepare with appropnate advice and review test development speabications tor
vach test that cover the following

o Content and Skills — a dlear descnption of what s to be tested nduding
where appropniate, cntical content to be indaded i cach ionm and the
telative werght to be given to cach part ot the doman that s to be measuted

o lestandtembormat  temitypes to be used speaal requitermients regardingg
directions and sample tems o tests

O
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® Pwchometnic  the intended level of diticults o the test the number ot
items requirements regardeny the target distnbution or tem diticalties w hen
using pretested itemst requirements regarding the hum(ngvm'lt\ ot atems
within each test of subtest and the correlation between subtests of tests
requirements tor equating indluding the content and statstical speaitications
tor equating tems and the testing “ime allotted or suggested

9 Senstivity  requirements tor the ndlusion ot material retlecting the cultural
bachgiound and contnbutions ot major population subgroups and

¢ Scorng the procedures tor sconng espedalh when judgmental processes
are used

Assure that ime requiterients are consistentwith the test s parpose so that time
isnota decisive sactonn perrormance toi the large majornty of test takers exc ept
tor tests devigned to measure rate of pertormance

Have subject matter and test des elopment specalists who are tamihar with the
speatications and purpose of the test and with it ntended popalation review
the test items tor accuracy content appropriateness suitabihity: ot Iangudg('
dimcalty and the adequacs wath which the doman is sampled

Review mdmidual tems the testas awhole directions and descnptine materials
to assure that

® appropnate techmeal standards sach as those contamed i s tem witers
manuak are met

® language svmbols words phrases and content that are generally regarded as
Seastracist negative toward major subgroups or otherise potenually
ottensie are elimimated except when judged to be necessany tor adequate
representation ot the doman

& cditoral standards tor danty accuracy and consstency are met

® clear and complete directions appropriate to the nature of the test and the
charactenstics of the test takers are provided

® tpowraphy tormat e g test books screens tipos ind test-buok lavout
tacilitate the task of test takers and

® .uthicient sample guestions are contamed - program pubhications to be
representative ot test content tem types and dimic it

Evaluate the pertormiancc ot mdandaal tems by pretesting pilot testing revies
ng the results of admimstenng similar tems o a similar population or condact
ing prelmunan tem anah sis betore scores are reported

\thenever thereare suthicient subgr wp members to permit medamngtul analy sis
studh item pertormance selative to \Ullwuup\ when cansideration ot the recom-
mended nserst ot the test and the charadctenstics of the mtended test tahing
poputation my hght «* pror research mdicates the need tor such studies
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10 Evaluate the performance of each test edition by

® carrymg out imely and approprate iem and test anay ses ncluding analy ses
tor rehability, intercorrelation of sections or parts, and speededness

® reviewing the adequacy of fit of item response models to data when item
response theory procedures are used to develop, s ore, or equate the test, and

® cempanng the test’s charac tenstics to its psychometnc speaitications

Review test content ana test specifications periodreally to assure their continu
ing refevance and appropnateness to the domam being tested

Review test editions develuped i prior years and therr descriptions in public a-
tons to assure the continued appropnateness of both content and language tor
the p.esent test-taking population and the subject matter doman

Analyze major changes in test speaficalions to assure that they are tollowed by
appropnate considerz.ion of the implications for score comparability and to
determine whether test name changes or other cautions to tese users about
comparsons with earlier tests are nec essary
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Procedural Guidelines: Test Administration

Provide prospective exaninees (or, in some programs parents or gaardians as
welh with information in advanc e of the test adnmistration about the tollowing
as appropriate

® the test's ntended purpose and what it s devgned to measure, typreal test
items, clear directions tor the test and the response method 1o be used, a
description of hew scores are denved ncluding tormation of composite
scores, strategies 1or taking the test e g, guessing and paang), whether the
test contains items not intended to be scored, and the background ana
expenence relevant to test performance,

e the program procedures and requirements, including test dates test tees, test
center locations, special testing arrangements tor handicapped persons or
others, test registration, score reporting, sc ore cancellation by examinees, €15,
or the sponsor, and registering complaints, and

® test adminntration procedures and requirements including those related to
identificaton and adnussion 1o the test center, matenals pernutted 1n or
excluded trom the testing room, and the consequences of misconduct

Establish test centers that are convenient, nondise nninating, comtortable, and
accessible to allindividuals including handicapped persons Locate test centers
n both minonty and majonity communities 1o toster accessibibty

Advise test center staft of the need to numinuze ditractions and to make
examinees comfortable in the testing situation Instruct statt to be sensitive 1o the
prychological as well as physcal needs of examinees Direct supervisors 1o
consult with or include on the test center statf, when appropnate, subgroup
members, and persons knowledgeable about handic apping condiions

Provide test center stast with a descnpuon of the program, the expected candi-
date population, the duties of staff, and the procedures tor

® recenving, <tonng, and distebuting test matenals to examinees, and returming
themto t1s

® admiting examinees to the test center nduding 1D requirements
® adminntenng the test to examinees, including handicapped ndividuals

® usng appropriate seating plans and assignments and monitonng the testing
roomto reduce opportunities 1o obtain scores by questionable means,

® handling ot suspected cheatng, miscondudt, or emergencies, and

® reporung irregulanties (¢ 8 diturbances, mistimings detectinv e test questions
or materials, power tailures, or misconduct) so that atter review, appropnate
action ¢an be taken

10y
-,
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Provide test center staff with directions (to be read aloud betfore the test begins
that over the recording of answers on answer sheets ur yia uther devic es, g
ot test sections and breaks, guessing strategies, and the consequences of using
unauthonzed aids or engaging 1n other forms of misconduct

Ltize ettec ive and equitable procedutes tor preventing, identifying and resols -
ing scores obtained by questionable means

Encourage exanunees to report any irregulantie s so that, atter review, appropn-
ate action can be taken

Undertake quality control activities (e g, test center observations, solicitation of
suggesitons from test administrators and exammees, training ot test admimistra-
tors) as necessary for effecuve and, when appropriate, secure test adminstra-
tions

Make tests available to handicapped individuals through speaial testing arrange-
ments or speial test ediions, as appropriate

Provide users of locally administered tests with instruc ttons about standardized
conditions for administering and scoring the tests.

15
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Procedural Guidelines: Test Score Reliability

1 Provide nformation to enable test users to judge whether reported test scores,
including subscores and combinations of scores, are sufficiently reliable for their
intended usefs).

N

Document sources of vaniation (e g, test form, content, population of readers,
time interval between testing, and other sources of error) over which inferences
are intended to be made from reported test scores

3 Esumate the reliability or consistency of reported test scores by methods; that
are appropriate to the nature and intended use of the test scores and that take
Into account sources of vanance considered significant for test score nterpreta-
tion.

4 Document the method(s) used to assess the rehability or consistency of the test
scores and therationale for using them, the major sources of vanance accounted
forin the reliability analysis, and the formulals) used and/or appropnate refer-
ences

w

Document the results of the reliability analysis, including

® arehability coefficient, an overall standard error of measurement, classifica-
tion consistency, or other equivalent mformation about the consistency of the
test scores,

® standard errors of measurement or other measures of score consistency for
score regions within which decisions about individuals are made on the basis
of test scores;

® the degree of agreement between independent sconngs when judgmental
processes are used;

@ the adjusted and unadusted coefficients if relability estimates are adjusted
for restrictions of range; and

® correlations between short forms of tests, if developed, and the standard form
6 Document the conditions under which the reliability estimates were obtained,

including

® the nature of the population involved,

¢ the selection procedures for and the approprateness of the analysis sample,
including the number of observations, means, and standard deviations for the
analysis sample(s) and any group(s) for which rehability 1s estimated;

® the basis for sconng when scores are based on judgments, including selecting,
and traiming scorers, and the procedures for allocating papers to scorers and
adjudicaung discrepancies,

® theime intervals batween testings, the rationale for the ume ntervals, and the
order in which the forms were administered i alternate-form or test-retest
methods are used,

Ao
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¢ speededness data, and
® correlations of reported subscores within the same test or test battery

Whenever there are sufficient subgroup members to permit meaningful analysis,
study the reliability or consistency of reportad scores for major subgroups when
consideration of the mtended usels) of the test and the charactenstics of the
ntended test-taking population. in ight of prir research, indicates the need for
such studies
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B Procedural Guidelines: Scale Definition

1 Establish scales for reporting scores that are well-construc ted throughout their
range and in a way that faciltates meanmgful score mterpretation relative to
intended use(s) of the scores

N

Establish scale values to be reported that do not encourage finer distinctions
among test takers than can be supported by the preaision of the test

w

Choose the scale values in amanner that avaids confusion with other scales that
are widely used by the same population of score recyents

4 Document the rationale and the methods used to determine score scales
Account for the following s appropnate

¢ If scores denved from different tests in a program are to be directly compared,
take nto account in the scaling methods the difterenc es among groups taking
the different tests. '

¢ li the scale 1s to be normauve, consider the probable length of ume and the
extent to which the normauve information will be appropriate and useful for
the intended population

¢ Ifatest ortest battery yields multiple scores tor an ndividual and comparisons
among scores are encouraged, establish scales i a manner that allows
meaningful comparisons among scores (e g, normatively or against an abso-
lute standardh, or provide data to allow such compansons,

® lf the scale is to be defined with reference to performance standards, classifica-
tion, or cut scores, document the method and rationale used, and the qualifi-
cations of any judges

® Ifascale s usedto report composite scores denved from weighting subscores,
clearly state the rationale and the method for weighting the subscores

w

Avord reporting raw scores or percentages of questions answered comectly on a
test or subtest except under one or more of the following circumstances:

® only one edition of the test 1s to be offered:
® scores on one edition will not be compared with scores on another,
® raw scores on all editions are comparable, or

® raw scores are reported in a context that supports the intended interpreta-
tion(s)

6 Reportitem responses for indwiduals or groups only in a context that supports
the intended appropriate interpretation(s)

7 Redefine an estabhshed scale only under compelling arcumstances. Provide
announcements to all score recipients ndicating the change and cautioning
reciprents against comparisons with earher scores If the numencal values are to
be changed, change them substantially to nunimize confusion between the old
and the new scale

i

R R




k)

et ity

-

IO EEE TN

[

198

Procedural Guidelines: Equating

Assure comparability of scores that are denved trom ditterent editions ot the
same test and are used to compare mdmiduals or groups

Document methods used to adieve comparability mncluding
® the rationale for selecting the methods used,

® the consistency between the assumptions underlymy: the method and the
arcumstances under which the method is applied (© g . when test editions are
equated using common items, make the dinections, context, speededness,
item placement, and other aspects of the test neardy the same as possible tor
all examinees, when anchor scores are based on a test that » not representa-
tve of the tests being equated, make sure the groups of exammees used for
equaung are equivalent, or when item response madels are used, make sure
that information s presented on the adequacy of fit of the model to the data),

® the procedure for hnking adequately alt editions of the test for which scores
should be comparable, and

the plans for specially designed studies to collect data to achieve comparabil-
ity if only ahmited number of editions are offered to institutional or vther users
who will administer and score the tests

Document the results of the equating expeniment induding
@ the nature of the population involved,

¢ adescription of the analysis samplets), mduding the number of observations,
means, and standard deviations;

@ the ume mtervals between testings, and

® other statistics appropnate to the method used (e g, correlation between the
anchor test, if used, and the totaf test)

Penodically assess the results of methods used to achieve comparability of
scores and evaluate the stabiity of the score scale

19
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Procedural Guidelines: Score Interpretation

1

o

Provide score interpretation nformation for all score rec iprents in terms that
faciltate approprate interpretations Provide information that i appropriate for
each category of score recipient (e.g, examinee, teacher, college, agency, or
media) and that nunimizes the possibiity of mismterpretation of individual
scores as well as group results.

Prowvide each category ot score recipients with appropnate mformation that
® cconcerns the intended usel(s) of the test and what it 1s designed to measure,

® recommends only those score interpretations for which supporting informa-
tion 1s available,

® describes scale properties that affect score interpretation and use,

® explans the vanability of and hmitatons on the accuracy of test scores (e g..
standard error of measurement, classification etrors), and encourages recipi-
ents to take such mformation into account making decisions oased on
scores;

® supports assessments based on individual items ar clusters of items whenever
such uses are suggested, and

gives the mimmum scorels! required to pass the test when results are reported
as pass/fail and examinees have falled the test

Provide score recipients with an appropnate frame of reference for evaluaung
the performance represented by test scores through information based on
norms studies, carefully selected and defined program stausucs, or logical
analysis When staustical informatton 1s included, the information should be
adequately fabeled and the nature of the group(s) on which the information was
based should be clearly dentfied

Document the method(s) (e.g, norms studies, denvation of program statstics,
cut-score studres) used to develop score Interpretation ntormation Provide the
following types of informauon, as approprate

® the charactenstcs of the scale and procedures used to mamtam ;

® the method of selecting particpants on which data are based, mcluding
nformation about representation of relevant major subgroups within the
defined population,

® the participation rate of categories of individuals or institutions and their
charactenstics such as the age, sex, or subgroup compositron of the group,
weighting systems or other adjustments made to form the norming sanvple,
and whether or not the participants were self-s¢focted,

® the penod in which the data were collected;

® appropriate g-uup statistics whenever tests are ntended 1o be used to make
assessments of such groups (e g, classtooms) rather than indwiduals,
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® methads and ratonaie for aggregating test resalts or developing composite 21
scores,

® estumates of sampling error and possible effects of nanparticipatinn

- * compansons with relevant data on vanablos from other sources when possi-
hle, and .

@ cevidence supporting the cut scores or configural sconing rules when ditterent
score interpretations are automatically provided for examinees scoring at
different points on the srale.

IETTH
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. 5 Revise norms or other score interpretation information at sufficiently trequent
intervahs 1o assure its cantinued appropnateness as a fraine ot rererence for
evaluation of perfnrmance represented by test scares

6 Compile descriptive statistics penodically from samples or from the entire
population to monitor the partrapation and performance of major subgroups

7 Provide score reapients with information as appropriate to assist them in using
scofes in conjunction with other information, settng cut scores, mnterpreting
«cores for major subgroups, conducting local norms studies, and developing

- local interpretive matenais.

8 Avaid developing interpretive information for subgroups unless sufficient data
are avalfable on each subgroup to make the information meaningful, the infor-
mation can be accompanied with a carefully desenbed rationale (e g, guidance
purposes) for using it, and the infermation can be presented in a way that
discourages incorrect interpretation and use

- 9 Caution score recipents, wher approprate, that,

® scores for different tests offered by a program may not be comparable even
though the scores are reported on simifar scales, :

® inferences that have not been adequately vahdated teg, ones based on
foreign language translations, untimed tests for handic apped persons, expen-
mental tests) should be made * 1th care,

® scores may no fonger be comparable if test content or specifications have
changed sufficiently;

® scores earned inprevious years may become of hmited value due to changes
in the indwidaal ¢r the mea~ung of test scores over ime, and

® deasions based on the differences between test scores for an indwidual leg,
aptitude and achievement) should take into account the overdap betweenthe
constructs and the refiability of the score difference
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Prccedural Guidelines: Test Validity

1

Provide evidence relatmg to the ntended usets) of the test scores Assure that
tests are vahdated by procedures that are mose appropnate to the mtended
usels) ot the test scores

® Content-related evidence generally w based on a descnption of how the test
and test items were denved from and are refated to the areas of interest

® Crtenoncrelated evidence ge wrally s based on staustcal relatonships
between test scores and as ma 1y distinct performance vanables as necessary
lo evaluate the test score’s effectiveness

® Constructrelated evidence generally us based on the logical and empincal
analysis of processes underlying performance on the test, the relavonship
between test scores and ather pertinent vanables

Describe how the vahidity evidenc e providedis appropr.ate to the ntended usets)
of the test

Dotument the validauon procedures used and the results » the analyses
performed Address the following points, as approprate

® the number and qualificatons of any experts who mare judgments, and
procedures used 1o arnve at judgments pertinent to the validaton effort;

® the natenals surveyed, and the rationale and procedures for defining test
content;

@ fortests designed to sample job funcuions, the Iink between 1ob tasks and test
content and, when specified, the ink between job tasks and the knowledge,
skills, and abihties being tested;

the rationale and procedares for determining cntenion relevance, the selec-
tton procedures for and the composition of the validation sample, the relation-
ship between predictors and crtena, and factors that aftect the relationship,
mcluding techmicat quality of the cntena (e g, therrrehability, the elapsed ume
between test administration and caterion data collection, and rules for
combining critena if several cntena are combined), and

when quanutative evidence is reported, mtormation relative to its mterpreta-
ton such as associated standard errors of the estimate, adequacy of the
sample, possible restnction of range of scores on the vanables, unadjusted
coeffrcients (when statsucal adjustments are mede), the need for cross vahda-
tion, and other contextual factors

Base vahdity evidence 1n a particalar situation (e g. nsttation, department, or
job study} on data from other stuations only when it can be estabhshed that the
particular situation s from the same population of situations Include n docu-
mentation information about the similanity of the groups tested, the curncula,
the job tasks, or other appropniate criterion vanables
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5 Undertake new vahdity studies whenever the test, mode of admimistration, the 23
charactenstics of the ntended test-taking population, or the performance
domam sampled 1s changed substantially.

6 Whenever there are sufficient subgroup members to permit meamingfu! analy-
ses, investigate vahdity for major subgroups when consideration of the intended
usels) of the test scores and the charactenstics of the intended test-taking
population in light of pnor research indicates the need for such nvestigation

7 Establish test names that imply no more than the validity evidence justifies

8 Provide information to users to help them plan, conduct, and interpret vahdity
studies.

A
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TEST USE

Principle

Proper and fair use of €15 tests 15 essential tq the social utihty and professional
acceptance of €15 work

Policies

A tiswill set forth clearly to all score recipients the pnnciples of proper use of tests
and nterpretaton of test results

B s will establish procedures by which farr and appropriate test use can be
promoted and misuse can be discouraged or ehminated

Procedural Guidelines

1 Provide score reciprents (e g, examinees, teachers, colleges, agencies, or the
media) with adequate descriptions of intended test usels), caution them about
making interpretations not supported by valdity evidence, and warn them
agamnst reasonably antcipated misuses

2 Encourage test users to put test scores In an appropriate perspective (eg,,
augment test scores with other relevant mformation about the examinee,
provide multiple opporturities to retest or to demonstrate relevant skills by other
means)

3 Provide users with opportunities for consultation about test use and with infor-
mation about reliability, validity, test content, test difficulty, and representative
research

4 Adwvise users that when using test scores differently for members of different
subgroups (e g, separate sex norms or using racial data in regresston equations),
such uses should be carefully and rationally supported.

5 Adwvise users that whenever indviduals are assigned to groups on the basis of test
scores, users should undertake perodic examinations of.

® pass-fall or cut-score pohaes,
¢ the rationale and methods for making assignments,

@ the performance of individuals within therr respective groups, where feastble,
including the collection of empincal evidence to support the assignments,

® the continued appropnateness of assignment crtena, and

® classification rates across major subgroups




204

6. Investigate complants or allegations of improper score use When a misuse s
venfied, advise the sponsor and the user and seek voluntary correction If efforts
to achieve voluntary correction are not successful, consult with the sponsor to
determine whether to continue services to the misuser. Maintain records of
complaints and their disposition.

7 Assure the accuracy of any t1s-produced promotional matenal concerning tests
and their ntended uses

PASES

25
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* PUBLIC INFORMATION

Principle

t1s1s dedicated to promoting pubhc understanding of testing, measurement, and
related educational 1ssues by providing programs of pubhc mformation,
research, and advisory and mstruc tional activities

Policies

A aswill promote understanding of the purposes and procedures of testing and the
proper uses of test information among examinees, test users, and the general
public, t15 will encourage sponsors to undertake similar efforts

B s will adhere to high professional and ethical standards n both the promotion
and the use of its products and services and in the dissemination of information
to examinees, test users, and the generdi public. ers will encourage sponsors and
other organt.:ations to do so.

C u1s will provide nstruction and technical assistance lesting, measurement,
evaluation, and related areas

D e1s will disseminate the results of research on testing, measurement, and other
refated educational issues and will make trs-controlled nonpropnetary data
avallable to other researchers, further, t1s will encourage other organizations to
do the same.

E erswill respond promptly and appropniately to requests for advice and techmcal
assistance related to programs and services offered by s, to purposes and
procedures for testing, Lo uses and misuses of test nformation, and to complaints
about its services,

F t1s will collect reference matenals relaling to tests, measurement, evaluation,
and related research, and will make its collections avarlable to professional
groups, orgamzations, and nterested individuals.

Procedural Guidelines

1 Develop and disseminate publications and other matenals to promote proper
test use, discourage misuse, and iImprove public understanding of testing, mea-
surement, and related educational issues directly and in collaboration with
sponsors

2 Convene penodically groups o test users, measurement specialists, representa-
uves of professional groups, and other interested parties to examine €15 proce-
dures and recommend improvements m them,

RIS

Via

e bhaniripln

L
s

.




206

&
i
L
5

3 Prowide accurate and appropnate information when marheting e1s products and 27
: services

4 Prowide adwvice and technical assistance on tests and measurement for test
. sponsors, users, and other interested groups. -

5 Offer conferences, sermnars, workshops, and other forms of training or instruc-
ton in testing, measurement, and other refevant areas of interest, acting inde-
pendently or in cooperation with other institutions or professional groups.
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® GLOSSARY OF TERMS

Absolute Standard A cutscore or performance standard that 1s established
without reference to the score distnbution of the people for whom the standard
will be operational For example, a passing score set at 80 percent of the
questions correct without basing the decision on how many people will score
above or below that pont ts an absolute standard. See Cutscore, Performance
Standard Compare Relative Standard

Accuracy: The extent to which a principal product conforms to its specifications.

Achievement Test. A test that measures a particularbody of knowledge or set of
skilts and that s ordinanly used to assess a person’s level of performance afterthe
person has participated in some leaming experience, the outcome of which the
test is ntended to measure Compare Aptitude Test

Adaptive Test' A test administered such that the nexttemto be administered to
a person depends on the person'’s response to a previous item or set of items.

Adjusted Coefficient: A statistic that has been revised to estimate its value under
conditions other than those i the sample on which it has been calculated. for
example, a correlation coefficient may be adjusted to account for restriction of
range. See Restriction of Range

Alternate Form® An edition of a test that 1s written to meet the same specifica-
tons and is comparable in most respects to another edition of the test except
that some or all of the questions are different. An altemate form may or may not
be a parallel form. Compare Parallel Form See Test Specifications

Alternate Form Reliability- An estimate of rehability based on the correlation
between altemate forms of a test admmistered to the same group of people. See
Alternate Form, Reliabiity Compare /nternal Consistency Rehabilty, Test-Retest
Rehabihty.

Analysis Sample. The group of people on whose performance a statistic or set of
statistics has been calculated

Anchor Test- A usually relatively short test admimistered withtv.  or more forms
of atest for the purpose of equating those forms. See Common ltems, Fquating.

Answer Key" A ising of the correct responses to a set of test questions

Aptitude Test: A test that 1s usually not closely related to a specific curnculum
and which 15 used primanly to predict future performance. Compare Achieve-
ment Test Note that the distinction between aptitude tests and achievement
tests 1s not strong and depends more on differences in test use than on differ-
ences tn test content,
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Attnbutes Qualities or charactenstics of a person, such as ¢ommand of a body
of knowledge, ability to perform certain skils, or interest in performing a partic-
ular type of tash

Branching Test See Adaptive Test

Classification Error (1) The proportion of inconsistent categonzations of examin-
ees that would be made on repeated administrations of the same test or of a test
and an alternate form, assurning no changes in the examinees’ true performance
levels (2) The assignment of an examinee to the wrong category, such as passing
a person who lacks nuntmal competence and should fail

Classification Rates. The proportions of examinees placed in various categones,
such as pass-fail. on the basis of test scores

Client. (See Sponsor)

Commuttee on Prior Review An €15 institutional rcview board that reviews
proposed and ongoing research to ensure adequate protection of human sub-
Jects

Common ltems A set of test questions that remain the same in two or more
forms of a test for purposes of equating The common items may be dispersed
among the items in the forms to be equated or kept together as an anchor test
Compare Anchor Test See Equating

Comparable Scores Scores that are put on the same scale so that they have the
same meaning in terms of relative ranking within a defined group of people but
that cannot necessanly be used interchangeably For example, percentile rank
scores on a reading test and on a math test are comparable scores if the
percentile ranks have been based on the same nomm group for both tests
Compare Equivalent Scores

Compostte Score A score that is the combination of two or more scores by some
speafied formulz

Configural Rule. A specified procedure for interpreting the pattern of a person’s
scores on two or more tests or subtests

Consent Permission granted by an individual or that individual's parent or
guardian for the use or release of data held by €15, such permission granted upon
receipt of a reasonable explanation of the purpose of the use or release and a
reasonable explanation of the manner in which the results will be reported

Construct' A theoretical concept developed to explain a group of related
behaviors. Examples of constructs are “intelligence,” “creativity,” “self concept,”
“anxiety

Conversion Parameters Quantitative rules for expressing scores on one test form
in terms of scores on an alternate form See Alternate Form, Equating,

Criterion* (1) That which 1s predicted by a test, such as college grade-point
average or job-performance rating. (2) The score with which responses to a test
item are correlated
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Cntenion Relevance: The extent to which the measure used 1 assessing a test's
predictive validity s related to the test’s intended purpose

Critical Content: Knowledges, skills, or abiities that must be measured 1 a test
because of therr importance

Cntical Information. Information that will be used to draw important inferences
(a) about the sponsor, t15-appomnted external comnuttees, institutional or agency
user, examinee, subject or respondent, or (b) by the sponsor, instituttonal or
agency user, examinee, subject or respondent and which, if incorrect, could be
harmful.

Cross Validation' The apphcation of sconng weights or prediction equations
denved from one sample to a different sample (o allow estimation of the extent
to which chance factors determined the weights or equations or inflated the
validity esumated iy the analysis sample.

Cutscore: A point on a score scale at or above which examinees are classified in
one way and below which they are classified in a different way Forexample, if a
cutscore 1s set at 60, then people who score 60 and above may be classified as
“passing” and people who score 59 and below classified as “failing ™

Domain: A defined body of knowledge, skills, abilities, attitudes, interests or other
charactenistcs.

Equating A staustical process used to convert scores on two or more alternate
forms of a test to a common scale such that the scores may be used interchange-
ably. See Anchor Test, Common Items, Conversion Parameter.

Equivalent Scores. Test scores that can be used interchangeably Compare
Comparable Scores.

€15 Board of Trustees. The €15 Board of Trustees 1s the govermingbody of £15 There
are 17 trustees. Sixteen are elected for four-year terms. New members of the
Board are elected by current trustees. The Prestdent of £151s an ex officiomember

¢1s-Held Program Data Files Information about indwiduals and institutions held
by e15 and denved from ers-provided services of collection, processing, storage,
retrieval and dissemination

¢15-Held Research Files information held by 15 and generated through ers-con-
ducted research.

Examinee' An individual who takes atest, developed and/or admimistered by er1s.

Formula score Raw score on amuluple chorce test after a correction for guessing
has been apphed, usually the number nght minus a fraction of the number
wrong. See Raw Score

Handicapping Conditions. (1) A visual, auditory, other physical or learning dis-
ability such that a test administered under standardized conditions would result
N a score that significantly underestirates the person’s true ability. (2) A
disability which limits a person’s access to a testing site See Standardized
Conditions

e
TEa,

TRV




1623

LR

RN I

CExIeETy

0

Xl

BT AT T

OV A

210

Institutional or Agency User An organizational recipient of fis-processed or
produced information

Intermediate Product Matenals that are not released externally, but that are
necessary o the production of the principal product

Internal Cc » acy Rehabilty An esumate of rehability based on the extent to
wl)ich tie ilern us atest tend Lo measure the sarar aunbutein thesameway See
Kenabilty Cownpare Atteinate Form Rehabunty Tewt Lorast Rehabity.

1 4 test question - F

hem Analysis A staustical description of how an tem performed within a
particular test when adminsstered to a particular sampie of peop. - Da often
provided are the difficulty of the question, the numver of people choos -, rach
of the options, and the correlation of the item with some critenon

Item Response (1) A person’s answer to a question (2) The answer to a question
coded into categories such as right, wrong, or omit

Item Response Theory A set of propositions relauing people’s performance on
test questions to certain characteristics of the people and certain characteristics
of the items by means of mathematical models It 1s based on the assumption
that the probability of a correct response by a person to an item can be
calculated from the examinee’s estmated ability and certain staustical charac-
tenistics of the item

Item Type The observable format of a test question. At a very general level “item
type” may refer, for example, to muluple choice or free response questions At a
finer fevel of disinction, “item type” may refer, for example, 10 synonym
questions or antonym questions

Localnorms A distribution of scores and related statistics within an institution or
closely related group of nstitutions (such as the schools i one district) used to
gve additional meaning 1o test scores by serving as a basis for companson.

Locally Adnurustered Test A test that 1s gwven by an institution at a time of the
instetution’s own choosing

Normative Scale A way of eapressing a score's relatve standing in the distribus
tion of scores of some specified group

Farallel Forms Alternate forms of a test that yield nearly dentical means and
standard deviations of scores as well as nearly 1dentical correlations between
scores and other vanables See Afternate Forms,

Parameter. (1) The value of some vanable for a population as opposed to an
esimate of the value based on a sample drawn from the population (2)In item
response theory, one of the charactenstics of an item such as its difficulty

Part Score* A score denved from a subset of the items 1n a test Synonym of
Subscore

Perdormance Standard A cutscore or a defined level of performance on some
task For example, “Run 100 yards 1n 12 seconds or less * See Cutscore.
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Prot Testing Small scale try-out of test questions or a test form often involving
observation of and mterviews with exanunees

Precision. The width of the mterval within which a value can be esumated to he
with a gven probabiity The higher the precision, the smaller the interval
required to include the value at any given probabihty

Prnapal Product: ©1s-produced or processed matenals {eg, annual reports,
performance data, score reports and admissions tckets) that are released or
transnutted to a sponsor, t1s-appomnted external commuttee, mstitutional or
agency user, examinee, subject or respondent, pursuant to a contract or pub-
hshed commitment.

Principles For The Valdation And Use Of Personnel Selection Procedt res, Divi-
sion of Industrial-Orgamizational Psychology, Amencan Psychological Associa-
tion, Berkeley, CA: The Industnal-Organizational Psychologist, 1980.

Program Statistics Data that are based on the groups of people that happen to
take the tests offered by a particular testing program Program statistics are not
equivalent to data derved from carefully selected samples of defined popula-
tions such as those used to construct national norms

Raw Score: (1) The number of items answered correctly on a test with no
adjustment (2) In some usages, the formula score 1s also called a raw score See
Formula Score

Regression Equation A formula used to estimate the value of a variable given the
value of one or more observed vanables. For example, estimating college grade
point average given high school grade point average and SAT scores

Relative Standard A cutscore or performance standard that is established with
reference to the score distnbution of the people for whom the standard will be
operational. For example, a cutscare set to pass 60 percent of the people 1s a
relative standard See Cutscore. Compare Absolute Standard,

Reliabiity: An indicator of the extent to which test scores will be consistent
across different conditions of admurustration and/or administration of alternate
forms of the test See Alternate Form Reliability, Test-Retest Reliability.

Respondent: An ndwidual who provides data to a research project in a manner
and for a purpose different from either examinees or subjects.

Response Method: The procedure used by an examinee to indicate an answer to
a question such as a mark on an answer sheet, a handwnitten essay, or an entry
n an electronic storage medium

Restnction of Range. A case m which the variance of scores inan analysis sample
1s lower than the vanance of scores in the population from which the sample was
selected. See Analysis Sample, Vanance

Sampling Error The difference between a statistic derved from a particular
sample and its value in the population from which the sample was drawn. See
Parameter (1)
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Score. A quantitative or categoncal value such as “pass or tail)) assigned to an
exanminee as the result of some measurement procedure

Score Recyprent: A person or institution obtaiing the scores of individual
examinees or summary data for groups of examinees

Score Scale. The set of numbers within which scores are reported for a particular
test or testing program, often, but not necessanly, having a specified mean and
standard deviation for some defined reference group

Special Testing Arrangement. A test administered under non-standardized con-
ditrons in which modtfications have been made to meet the needs ot exaninees
who require the modifications for appropnate assessment such as providing
audio-taped versions of tests for visually-mpared people See Standardiend
Conditions

Speededness The extent to which peoples’ scores are altected by how quickly
they respond to items on atest One indicator of speededness 1s the percent of
test takers who answer all of the items in the test

Sponsor. Educational, professional or occupational assoaations, federal, state or
local agencies, public or private foundations which contract with 115 tor its
services This category includes their governing boards, membership and
appointed committees or staff

Standard Deviation A statstic charactenaing the magnitude of the differences
among a set of measurements Speafically it is the square root of the average
squared difference between each measurement and the mean of the measure-
ments See Variance The standard dewviation 1s the square root of the vanance.

Standard Error of Estimate A staustic that indicates the standard deviation of
differences between actual and estimated measures [t s an indicator of the
accuracy of the estimate. See Standard Deviation

Standard Error of Measurement A statistic that indicates the standard deviation
of the differences between observed scores and their corresponding true score
Ithas also been descnibed as the standard deviation of scores for a person taking
a large number of parallel forms of a test, assuming no changes in the person’s
true ability. See True Score, Standard Deviation

Standardized Conditions The administration of a test in the same manner to all
examinees to allow fair companson of their scores Factors such as timing,
directions, use of aids such as calculators and dictionanes are controlled to be
constant for all examinees

Standards for Educational and Psychological Tests, Amencan Psychological
Association (APA), Amencan Educational Research Association (AERA), and
National Counul on Measurement in Education INCME) Washington, D C APA,
1985.

Subgroup Apart of the larger population which i definable according to vanous
cntena as appropriate, (e, by sex, race or ethnic ongin, training or formal
preparation, geographic location, income level, handicap and/or age)
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Subject: An indwidual who participates n an s laboratory or expenmental
research project.

Subscore: A score derived from a subset of the tters in a test. Synonymous with
part score.

Subtest: A subset of the items in a test upon which a subscore or part score I1s
based.

Test Analysis: A description of the statistical charactenstics of a test following
administration, including but not limited to distnbutions of item difficulty and
discrimination indices, score distributions, mean and standard deviation of
scores, reliability, standard efror of measurement, and indices of speededness,

Test Battery: (1) A collection of measures designed to allow the companson of
scores across measures for an individual. (2) Loosely speaking, a collection of
tests often administered together.

Test Form: A unique edttion of a test consisting of all of the identical copies of a
test. Compare Alternate Form, Parallel Form,

Test Format: The physical layout of a test including the spacing of items or a
Page, type size, positioning of item response options, etc.

Testing Program: A set of arrangements under which examinees are scheduled to

take a test under standardized conditions, the tests are supplied withinstructions
for gving and taking them, and arrangements are made for scoring the tests,
reporting the scores, and providing interpretive information as partof a compre-
hensive ongoing service. A programis characterized by its continuing character
and by the inclusiveness of the services provided.

Test-Retest Reliability: An estimate of reliabibty based on the correlation
between scores on two administrations of the same test to the same group of
people. See Reliability. Compare Alternate-Form Reliability.

Test Specifications: Detalled documentation of the intended charactenstics of a
test including but not hmited to the content and skills to be measured, the
number and type of items, the level of difficulty, the timing, and the layout.

Test-Taking Population (intended): The people for whom a test has been desigried
to be most appropriate. The aciual test taking population may differ in some
instances from the intended population.

Timeliness: The degree to which a principal product 1s released or delvered tots
recipient within a predefined scheduie.

True Score: The hypothetical average score of an examinee calculated from an
infinite number of adminrstrations of equivalent test forms assuming no learning,
forgetting, or fatigue on the part of the examinee. It is the score that an examinee
would obtain if the test were perfectly reliable and the standard error of
measurement were zero. See Reliability, Standard Error of Measurement.

Valdity. The extent to which inferences niade on the basis of test scores are
appropriote and justified by evidence.
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Variance: A statistic charactenzing the magnitude of the differences amongaset
of measurements. Specifically it is the average squared ditference between each
measurement and the mean of the measurements.

Weighting System: (1) A formula giving the relative contribution (expressed as a
multiplier) of part scores to a composite score See Composite Score. (2) The
relative contribution assigned to certain sample data to better represent a target
population
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ETS SENSITIVITY REVIEW PROCESS:
GUIDELINES AND PROCEDURES

INTRODUCTION

Educational Testing Service is commutted to ensunng that its tests and publications acknowledge the
multicultural and multiethnic nature of our socety and reflect a thoughtful and fair d of the
very broad character of ETS's chentele As part of the effort to attain this goal, ETS has stated inats
Standards for Quality and Fairness that individual test questions, tests as a whole, ;md descniptive matenals
must not contain language. symbols words. phrases, and examples that are g y rega ded as sexist.
racist, or otherwise p offensive, inappropnate, or negative toward any group !

This document 1s the basic guide to the process through which these dards are met. 1t identifies the
sensitvity cnitena used in the reviews and detadls all review procedures Although most of the cnitena are
general ones that can and should be applied to any population group, expenence has shown that a special

chon must be made 1o evaluat ial from the perspectives of Asian/Pacific Island Amencans. Black
A Hi P A individuals with disatl Native A /A Indians. and
women This p theref pecrfically add arcas of special concern to these six groups

PROCESS OVERVIEW

Reviewers

The reviewers for sensitivity evaluations are trained in two-day workshops that cover all issues: in
addition, there are one-day refresher workshops for penodic review of sensitivity 1ssues. Traned staff mem-
bers from test development and test editing areas represent the gencral disciphines of the humanities, the
socral the and | ed Trained od | staff also serve as sensitivity review-
ers for nontest publications While women and y staff bers are rep d among the reviewers.
any professional volunteer can be traned to perform sensitivity reviews Before formally reviewang test
matenal or other ETS publications, all reviewers receive training in the ETS sensitvty guidelines and the
process in order to ensure that they understand the review cnitena and are able to apply them consistently

Sensitivity Review for Tests

The test sensitivity review process has three magor components' an optional prel y review, 2
mandatory final review, and an arbitration process Every pretest and final form (scored test) must have a
sensitvity review. and every test more than fisc years old must have one before repnnting

Preliminary Review (optional) Any staff ber 1n the process of assembling a test may request a prelimi-
nary review to screen questions. reading passages, and other such matenals for possible problems and
deficiencies The revicwer’s reccommendations are not binding at this stage However. this review may reveal
problems at a point carly in the test development pracess when modifications can be made morc caly

Final Review The mandatory final review takes place at the time of the editing process After editing.
substantiv ¢ changes are not normally made 1n a test This final sensitivaty review must be conducted, even if
the test reccived a preliminary review If possible, the preiminary and final revicws should be performed by
the same person

! Sec Appendix F
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Arbitration Process: If the person who assembled the test and the sensitivity reviewer cannot agree on how
lo resolve the 1ssues raised by the revicwer, the two partics meet wath the sensitivity review coordinator from
Lhe sensitmaty reviewer's area. The di acts as a meduator. If the 1ssue still 15 not resolved, the three
partics ineet with the test development director from the test assembler's area to discuss 2 possible resolu-
tion If mediation is unsuccessful at this stage. the In goes to arbi:

An arbitration panel consists of three staff’ bers not in test develop divisions. These arbiters
receive the same training in the ETS ivity guidehines as do the s Arbiters may not seneon a
deasi king pancl involving a progr for which they work

After examining the disputed material, the pr.ocd decdes whether 1t viclates the guidebines. As part of
this process, the pancl may chorae to review the entire test and to address any 1ssues 1t may find 1n addition
to those submutted for arbitration.

The decisions of the artwtration pane! are fina) and binding.

Sensitivity Review for Other Publications

Sensitivity reviews for nontest pubbcations are conducted as part of the normal editonal review process
Ordiaant wne

y. y tssues are resolved b the revi andlhclulhor.lnmscofdmgmemenl. the
dispute 1s resolved through the same arbitrti process used for test matenal

PROCEDURES FOR SENSITIVITY .
REVIEWS OF TESTS

Prelimina[x Review

Dunng the optional prehminary review, test items, reading passages, and other such matenals can be
d to detect p ! problems. The prelimi :

P p y review 1s performed at the request of the test assem-
bler, who provides a reviewer with the test work folder, which several di luding the
following

1. A copy of the test specifications

2. The test items (usually unassembied)
3. Any other relevant material
4. The test sensitivity review report form

The sensitivity reviewer returns the work folder and report form (sec Appendix E) with comments and

dations to the test bl withinl!hourxfmndla:pdtoﬂnmpal)obfonhem(.
Although the ] datrons are not bind:

sensitivity jssues

Final Review

The mandatory final review takes place during the test-cditing process.” If the test has recaved a preimi-
nary revicw, another sensitivity review must be perf d; 1t will be acceptable to redate the prehminary
fonn(lflhcmandamryrniewrrmlsm, blems) to ind: that the datory review has been per-

followed for the final review are-

1 The test assembler fills out the top portion of the front page of the test sensitivity review report
fonn Itisimportant to indicate at this time the exact nature of both the final form requirements
and pretest requirements for multicultural matenal 1n the test

? Test edilors perform sensitmity reviews 2s part of the editing process for some mathematics and saience tests
approved for such reviews by the test development directors. The editor sugns the test assembier's control sheet
1ndicating thal & sensitivity review has been performed.
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2 The test assembler submuts the ent 1 test work folder to the sensitivity resiew router in his or her
division for assignment to a sensitinity reviewer

. 3 The sensitvaty review router logs 1ie work folder and assigns 1t 1o a reviewer The router may give
the test to a reviewer {rom anothe: division

4 The sensitivity reviewer evaluates . 1 test 1n accordance with the Gudelines 10 determine confor.
)

L mty.
£ 5 The sensitivity reviewer pletes .he test y review report form, by which sensitvaty eom-
- ments and r d are doc d, and returns 1t to the router along with the work

folder within 48 hours If no reccommendations are made, the sensitivity reviewer indicates accep-
tance on the test assembler’s control sheet and the test sensitivity review form and retums them to
the router along with the work folder. Time 1s charged to the projectjob for the test,

6 The test assembler discusses the report with the sensitmaty as y. If the sensitivaty
reviewer has made no dat the bler signs and dates the report form and files it
n the work folder The test or test section 15 then sent through the usual test produetion cycle, If
the sensitmity reviewer has made d the test bler provides a wntten response
to cach issue. outhining planned action and. where appropnate, a rationale. and returns these

p to the se y along with the work folder

7 The sensitivity reviewer indicates concurrence or nonconcurrence with the test assembler’s responses
and retums the form and work folder within 48 hours of receipt to the test assembler
I the sensimity reviewer 15 sausfied with all of the responses, the report form 1s signed and -
dated. the control sheet 1s signed. and all documents are retumed o the test assembler along wmith -
the work folder The time 1s charged to the proyct/)ob for the test,
A sensitivity reviewer who disagrees wath the test assembler's planned actions will meet first
with the test bler and the sensiivity review dinator from the test assembler’s area, If no
fesolution occurs, the assembler, the reviewer. and the sensitivity review area coordinator from the
test assembler’s area meet with the test development director of the test assembler’s area to attempt
to resolve the issue(s) -
The test development durector serves as a mediator and attempts to resolve the jssues 10 the
mutual saisfaction of both the sensitvity and the test bler.* If the problem 1s resolved
at this ime, one of two processes takes place
2 The sensitivity reviewer indicates concurrence with the test assembler’s rationale. and both the
sensitvity reviewer and test assembler $i8n and date the report form, indicating the test 15 accept-
able to both sensitivity reviewer and test assembler The sensitivity reviewer also signs the control
sheet and charges the ume to the project/job for the test.
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b The test assembler makes the agreed-upon changes, ind g what have been made,
and forwards the report form and work folder to the sensivity reviewer The sensitivity reviewer
sigas and dates the report form. indicating the test 1s acceptable as revised. signs the control
sheet, and retums both 10 the test assembler along with the work folder within 48 hours of
receipt. Time 1s charged to the proyect/job for the test

in cases where there 15 no resolution, the sensitivity reviewer will record on the report form all
of his or her disag ts with the test bler’s resp The report form and the work folder

are submitted 10 the test sensitivity review coordinator from the test bler's area The d

tor submits the matenal for binding arb In ding his or her p the sensitivity

reviewer should make speaific references to relevant sections and pages in the Guidelines

Both the test assembler and the test y T wnte da of expt to the
arbitration panel

The test sensitmity review arca coordinator requests that the test sensitivity review stecning
commiltice chairperson form an arbutration pancl

All materials go through the test sensitivity review area coordinator to the arbitration pancl

The arbitration panel gives its decision to the coordinator, who noufies the involved partics
The Test File Library retains the final test sensitivity review report form and the arbiters’ dectsion as
permanent components of the work folder

oo

> The test sensitivity resiew report form mus: not be used for or sugg other than y
Reviewers are encouraged 1o make such comments but to wnite them on & separate sheet of paper

* Atany point in the process. the sensitivity reviewer may consult with tus or her test sensitivity area eootdinator of
any other available area coordinator
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Arbitration Process

As soon as 1t 13 recogmized that arbitration will be required, the test sensiivity review area coordina-
tor should notify the chaitperson of the sensimty review steering committee It 1s 1important that this be
done quickly so that an arbitraton panel, consisting of three of the five trained arbiters, can be assembled
as soon as possible. The chatr of the sensiivity review stecring commuttee appotnts a chair for the panel
and arranges for 2 meeting room The panel's decision 15 due within one week Time s charged to the
project/job of the test under consideration
Since the mandatory sensiivity review occurs duning the test editing process, other editonal changes :
B in test matenal can be made while the sensttivity stem 1s 1n arbitration. Copy editors should NOT sign off,
- however, until the control sheet 1s signed by the test assembler's arca director, who notes near the appro-
pnate box: “Decided 1n Arbitration.™ B
Further procedural steps are as follows
1. The sensitivity reviewer, test assembler, sensitivity review area d + and test develop ¢
director sign the test sensitivity review arbrtration control sheet Signatures indicate awareness that N
the passage/ttem/test 1s going to arbitration, not necessanly agreement with esther party.

2. The work folder and senstivity review report form are given to the sensitivity review area coords- -
nator.

3 All arbitration occurs through whtten matenal only. There will be no oral arguments by esther B
party before the panel of arbiters
a Inamemorandum, the sensitvity revicwer must clearly indicate the nature of the problem(s)
and must cite the section(s) and page ber(s) of the gwdeline(s) betng violated. A 's
1nabihity to find spearfic references may 1-dicate that the objection is inappropnate.
Ina dum, the test must clearly indicate the reason(s) for NOT accepting the
y 'S tons (Time constraints will not be considered sufficient rea-
son for not changing test matenal ) The test assembler’s statements should explain how and
why the test matenal does NOT violate the guidelines The test bler’s should .
be documented, including text references to the Guidefines and copics of test speafications when =
appropnate

¢. Other written matenal may be sohcited by the panel wself

¥
o

d

The arbuters are famhiar with the ETS test sensitivaty guidelines and have a copy of the procedures
available when they meet. The panel can decide one of the following

1. Passage/item/test 13 1n violation of the gwdelines and the matenal must be changed or dropped.
2 Passage/itemytest 1s not tn viol of the gwidet

3. The guidetines do not address and are not relevant to the problem raised by the reviewer

In reviewing the passage/item/test, arbiters may d that another passage/, not cited by the
feviewer, violates a guidelne. Ju1s the duty of the arbrtration panel to rule on that matenal as well The
arbitration process 1s intended to provide a mechamsm for resolving disagree ,ients b test bl
and sensitivity reviewer. however, as the fund | goal of the Y review process is to chminate
offensive matenal, arbiters would be remiss if they were not to rule on any matenal brought before them
that violates the gmdehnes

Once the panel has made sts binding d , the arb control sheet, the test sensitivity review
feport form, and the test assembler’s control sheet are signed and returned to the area sensiivity review
coordinator. Copies of the arb: d and the da written by the test assembler and the
sensivity reviewer are sent by the assembler’s area sensitity review coordinator to the assembler's area
director, the steering the test bler, and the sensitrvity reviewer. The sensitivity review area
coordinator and the steering commttee are also sent copies of the passage of item. The sensitivity review
coordinator ensures that any y changes are impl d
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PROCEDURES FOR SENSITIVITY REVIEWS
OF PUBLICATIONS

Mandatory Review

Secnsitmty reviews of all ETS publications other than tests 2+¢ performed by the editonal stalf Edators,
like test s, must go through y g to be quakficd to perform such reviews If an edator
of a publication 1s also the author of the manuscript, snother editor performs the sensivaty review Editors
uadertake sensitivity reviews when the manuscnpt has reached final draft stage, before it 1s putanto produc-
tion H » editors are d to review copy informally as early in the editonal process as possible
If copy is changed or added to a mammnpi already reviewed for sensivity and 1n production, the editor
must review the addilions for conformity to the ETS seasitivaty gudelines Editors also review publications
produced before the most recent guidelines were ssued when such pubhications are scheduled to be
repninted

Edutors are also responsible for I pubhications and artwork proposed for inclusion
tn publications, using the same procedures dacnbcd above

Editonal stall bnng sensitivity assucs 1n publications to the attention. of the project director The editor

then works with the project di to ehmi ble or inappro;'nate copy from the publication
A project director who chooses not to change the ©opy, duc to conflicts witn program policics. must reply
on the publications sensilivity review form to the editor’s object, If the disag [ the
sensittvity reviewer, the project di , and the publ Y review coordinator meet with the
dision director of the project director’s area, The d d serves as o med; and pis to
resolve the 1ssue(s) to the mutual faction of the sensilivity and the project director If the
problem is not solved, the publ Y review d notifies the chair of the stecnng
commuttee, and the dispute goes to arb as quickly as possib}

Arbitration Process for Publications

The chair of the y review i ittee ges for an arb panel, app a

chalr for the pancl and arranges for a mc:uns room. At this point, the sensittvity revaewer, project director.
y review . and sensitivity review d from the project director’s

arca sign the scnsmv-ty review arbmauon contro! sheet, Sign d that the publ

Is gong to arbitration, not g with enhu' party.’

Ina d the ity rev must clearly indicate the nature of the problem(s) and must
ate the (s) and page ber(s) of the guidehine(s) being violated A reviewer's snability to find
specific refe may ind ll\atlhe b ts inappropri;

The propct director must clearly i the for NOT accepting the sensiity reviewer’s

Time will not be considered sufficient reason for not changing matenal. The
project director’s statements should explain how and why the material docs NOT wolate the guidelines The
project director’s should be d g approp {e to the Guidelines and
Procedures and copies of rek pecifi when ap

The draft pubhicauon, sensiuvity revicw report fonn. and any explanatory memoranda from the sensi-

tinity reviewer and the project director are given to the p y review coordinator, who
forwards them to the chair of the arbutraton pnneL The pancl may sohcit other wnitten matenal itself
An arbitration panel walt be d and a & d usually within one week of noufication

Three of the five arbiters wall be asked to serve on a panel, Time charges are to be made to the proyect/job
of the publication under

Th: b have ¢ ETS g and have a copy of the procedures available at the
meeting. The panct can decide one of the followmg-

| Material ts1n viol of the guidelincs and must be changed or dropped.

2. Matenal is not tn violation of the guidehnes.

3 The guidelines do not address and are not rek to the problem raised by the reviewer

* Al arbitration oocurs through wnitten matcnals only There are no oral arguments by cither party before the panel
of athiters
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In reviewing the material, arbiters may discover that additional areas not aited by the reviewer violate a
guidehine Tt 1s the duty of the arbitration panel to rule on that matenal also. The arbitration process is
intended to provide a mechanism for the resolution of disagreements betw een proget director and sensitivaty
reviewer However, as the major goal of the sensitmity review process s the chimination of offensive mate-
nial. arbiters would be remiss 1f they wzre not to point out and rule on matenal brought before them that 1s
1n violation of any part of the guidelines

Once the arbitration pancl has made 1ts binding decision. its members sign the arbitration control sheet
and the publications sensitivily review form and return themto the publications sensiivity review coordina.
tor Copies of the decision. together with the matenal under arbitration and the memoranda wntten by the
projyect director and the sensitivity reviewer. are sent by the publications coordinator to the proyect director's
davision head. the steenng commuttee. the project director. and the sensitivity reviewer The sensitivity review
coordmator wll cnsure that the changes, where necessary. are implemented,

EVALUATION GUIDELINES

The success of the sensitavity review process depends upon the ¢ pl of clear and
estabhshed policies 1 1s necessary that reviewers and edators be famibar with all of the gwidehines
discussed below to ensure that alt people and groups are treated fawrly 1n tests and pubhications and that all
test programs and chients are asked to comply wath the same standards

Definitions

Group Reference Questions reflect the multicultural nature of our soctety and
are of two basic types' representational and substanthve,

Representational irems

These items test knowledge or skills that are independent of the particular
subject matter presented in the stimulus matenal or in the stem itself, Such
ttems are generally found 1n tests measuring listening skills. reading compre-
henston. problem-solving tn math wntng abthty. interpretation of
data. and the lthe. For example, if the purpose of the ttem 1s 10 test whether a
candidate knows how to read a bar graph, what the bar graph 1tself indicates
15 wrrelevant; the same skill can be measured whether the graph compares the
number of cars manufactured by different compantes, the number of people
who are 1n the vanous mcome tax brackets, or the number of Hispanic men
and women who have earned doctorates each year during the past decade.
Usually. nems 1 this category can be changed without great difficulty to
mnclude references to women or mtnonty groups.

Examples

1. Skill- Identification of an error 1n grammar
Original sentence:
Henry Frelding 1s wxdcle known and highly praised for his novels |, few
B

people realize that he eslabgmcd the first police force m England
C

No error
E

Revised item that includes a representational women’s reference:
Gwendolyn Brooks ts wxdclf{ known and highly praised for her poetry,
B

few people m‘llzé that she has also published a novel. No Error
D
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. Skill—Ability to read a simple chart

Original chart from which questions were drawn:
Number of Test Develoy Specralists in State X's Employ

1965 1970 1975

New chart that includes a represestati I group ref :
Numbser of Hispanic Amencans Holding Professional Job: in
State X's Government

1500
1000

w

1965 1970 1975

. Skill—Spatial orientation

Original itess:
Jim rowed 1 kilometer east and then 1 kilometer south. In what directics,
would Jim have to row in order to return directly to hns starting pont?
(A) North (B) Northeast (C) Northwest

(D) South (E) South
Revised item that includes  represeatational Asian-American reference:
Mr. Chyn rowed | kilometer east and then | kilometer soutb, In what
dnt.ectu;on would he have to row 1n order to return directly to his starting
point?
(A) North (B) Northeast (C) Northwest

(D) Southeast (E) Southwest

. Skill—Reasoning

Original item:

1f a man who had visited the United States in the 1830s wrote, “People 1n

America were unusually fnendly,” you would probably give the most

credence to his judgment about American people 1f you also found that

(A) Americans of the time condemboed the idea that Amenca was a
happy-go-fucky culture

(B) ministers in the 1830s insisted that puntamsm was dechning

(C) other travelers in the 1830s who came from the same culture as tbe
author had come to the same conclusion

(D) other travelers in the 1830s who came from many different cultures
had come to the same conclusion as the author

(E) the first Amencan social club was founded in the 1830s
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Revised item that includes a represcntational women’s reference:

1f a woman who had visited the United States n the 1830s wrote,

“Unmarried women in America were unusually emanaipated,” you would

probably give the most credence 10 her Judgement about these women 1f

you also found that

(A) social psychologists 1n the 1980s contend that women in the United
States are more emancipated than women 1n most societies

(B) United States wnters of novels in the 1830s described some women
characters who refused to follow established rules of conduct

(C) 1n the £830s, another traveler, who came from the same culture as the
author, had come to the same concluston

(D) 1n the 1830s, men and women travelers, who came from many
different cultures, had come to the same conclusion as the author

(E) the first suffragist newspaper in the United States was founded 1n the
1830s

Definition

Substantive stem

Substantive ttems test particular kinds of knowledge These stems are
usually found in tests meant to measure knowledge gained n a parucular
course of study 1n a particular discipline: Substantive items related to the
concerns of runonty groups and women are included 1n the test according to
the requirements of the test speafications, which, of course, are intended to
reflect what 1s being taught 1n the discipline Some of these jtems may cover
subjects that can be expected 10 arouse negative emotional reactions 1n
certain subgroups of the population and thus would not be appropnate
subjects to cover in representational items For example, a test in Amencan
history would probably dea) with skavery, a test for nurses might include
1tems about sickle-cell anemia or Tay-Sachs disease. All such tems should be
reviewed for sensitivity concerns m light of the purpose of the test, the popu-
lation taking it, and the curnculum jt 1s designed to test




Evaluation Requirements

Allq tuding group refi q and where apphicable entire test or tests, are
¢evaluated from a number of perspectives.
Cognitive/Affective

These two dimensions apply to all group refe q The cogn d deals with the
factual basis of q i ¢., whether the inf ion in the q Is . The affective dimension

reflects the positive or negative feclings the question may evoke from vanous scgments of the testing popu-
lation. There are four possible combinations of these two factors, lustrated by the following chart

COGNITIVE .
A Factual  Erroncous
; F B B -
F + posiive a b -

Category “a” )
ACCEPTABLE: Category “a” represents the ideal situation— the group
reference is both factua! and affectively positive.

Example
The economic health of the Osage took 2 dramatic turn for the better when
(A) they ded in producing an especially fine vatiety of cotton
(B) pooled tribal resources provided the capital to establish a pencil factory
(C) o1l was discovered on their reservation
(D) hgh-fashion designers displayed an interest in their finely crafted
jewelry
(E) concern for the environment led to a general interest in handcrafted
goods

Category “b”

UNACCEPTABLE: Category “b” questions, while evoking positive feelings
on the part of referenced groups, are not factual. Such
Questions frequently result from the intenuonal efforts
of the person writing the question to correct a percerved
injustice to a munority group and often represent a nar-
row ideological perspective. Additi Iy, these ques-
tions tend not to have clear-cut correct answers. /n most
cases, unacceptable questions can be salvaged by revision

Example
Which of the following groups has been most sucoessful in obtaimng progress
for the Biack community?

(A) The Urban League

(B) The Black Panther Party

(C) The Deacons for Defense

(D) The National Association for the Advancement of Colored People

ERIC 220

Aruitoxt provided by Eic:



227

Discussion

The problem here 1s with the question itself Unfortunately, 1t 1s unan-
swerable as written, What 1s meant by “most successful™? At what? What
type of progress? The writer clearly bad good intentions. The objective was to
nclude positive matenal on the minonty expenence. A question of thus type
can be rewnitten 1n several ways For example: Which of the following groups
emphasizes progress through alliances with the business community? The
answer is the Urban League. Or' Which of the following groups 1s the oldest?
The answer is the NAACP. Both questions as rewntten have a factual as
- opposed to a subjective answer Notice that as used 1n option (D) the word
- Colored 1s acceptable and appropnate here.

Category *c”

UNACCEPTABLE" This third set represents the worst cuse These questions
are not factual, and they generate negative fechings on
the part of referenced groups

Ao, emn g

Ml etn

Example -
All of the following groups have retained some of their onginal cultural roots B
H EXCEPT the
- {A) Swedish Amencans
. (B) ltallan Amencans

{C) Black Amencans
(D) Amencan Indians
2 Discussion

The author of this question ntended for the answer to be (C). However,
one school of thought on this 1ssue traces the roots of Black-American cul-
ture clearly back to Africa. Black Amencans who support this alternative
viewpoint would react negatively to the question as wntten. Therefore, the
question should be dropped or reworded to read According to E. Franklin
Frazier (or some other proponent), which of the following groups has not
maintaned vestiges of its original cultural heritage?

Category “d”

UNACCEPTABLE" Questions that fall into this fourth group often lead to a
controversy that 1s difficult to resolve. Although such
questions are based on fact, they generate negative feel-
ngs on the part of referenced groups. For instance, a
question that cmphasizes high birth rates in certain
nations has a factual basis, but it may evoke negative
feclings in Americans who can trace their roots to these
nations, and it reinforces negative stereotypes.®

Example

All of the following factors account for the use of Enghsh as the official

language of the United States EXCEPT:

(A) Itis required by a constitutional amend ment

{B) It1s the primary language of mstruction in public schools,

{C) Itis the key to the “Americanization” of non-English-speaking

immugrant groups.

(D) Itis usually necessary for career success.

(E) It prevents the emergence of balkamzation and separation.

Discussion
Even though choices B-E are true, the question can offend Amencan
citizens who are not native speakers of Enghsh. as well as recent imnmgrant
groups Choices C and E show an intolerance of other cultures,

* In exceptional instances. matenal of this nature may be unavordable See section on context considerations
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Example
Percent of Female-Headed Famulies 1n the United States in 1960 by
Annual Income, Race, and Place of Residcnce

Rural Utban Total
Percent Percent Percent
Black Population
Under $3,000 18 47 36
$3,000 and over S g8 - 7
Total 4 23 21
White Population
Under $3,000 12 ki 22
$3,000 and over 2 4
Total 4 7 6

The data in the table above indicate that in the United States in 1960 female.
eaded families *vere more common

(A) in rural arcas than in urban areas

(B) among Whites than among Blacks at the same income level

(C) among poor Whites t'an among nonpoor Blacks

(D) among the poor th.a the nonpoor only in urban areas

(E) among Blacks tha': Whites in urban arcas but not in rural areas

This item was +aritten for a general background test. 1t is
n that it
& presents a iegative picture of the munority group discussed 1n the item,
® may arouse negative feclings 1n test takers,
15 not measuring knowledge of information essential 1n a discipline,
® isintended for a g | population (not students of a particular
curriculum), and
® docs not treat the subject with as much seasitivity as it could be treated
Example
Population growth rates tend to be highest
(A) among the poor
(B) in industrial countries
(C) 1n arcas with rich food supplies
(D) when birth rates are low and death rates are high
(E) when a nation undergoes a period of severe economic depression
Di ;
This item was written for a test intended for postgraduates with a special
1n pohitical affairs, ics, and social i the United
States and throughout the world. In fact, candidates taking the test are
expected to demonstrate more than average competence in answenng ques-

ttons 1n these areas. legn the speaial purpose of the test, the population, and-
the treatment of the subject in the question, the 1tem 1s acceptable for the test.

P
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Controversial Material

Highly controversial issues. such as legalized abortion or hypotheses about genetic infenonty, must not
be included 1n any test question unless such issucs are both relevant ard cssenttal to the content validity of
the test 1f such matenal 1s to be used, the question must be constructed 1o indicate clearly 1ts relationship 10
the content vahidity of the test Several methods for accomplishing this w.thin the sensitivity guidehines are

® ldentify the source For example. one could begin a question with **According to (source) or
“In the opsmion of (source)  *

® Phrase the question in such a way as to require an in-depth knowledge of the subject matter.

® Balance the first controversial question with another that either refutes the first or presents an
alternative point of view

Examinee Perspective

All group reference questions are reviewed from the perspective of test takers who may not have access
10 the Lorrect answers When an examinee must know the correct answer to prevent a question from
reinforang negative attitudes o stereotypes, the question should be revised or reyected Thus 15 because
examunees who select a wrong option are not routinely informed that ther response was incorrect thus
their behef 1n the | y of a negative de may be reinforced

In evaluating perspective, the sensitivity reviewer must recognize that there wall be instances. particu-
larly in content-based tests, where negative statements must appear For example, negative statements are to
be expected in | tests, especially matenal dealing wath satire or irony, where the author’s statements
may address erther individuals or groups Similarly, in sociology. history. or economics tests, conflicts or
development patterns frequently require knowledge about, or interpretations of. social and/or cultural docu-
ments and concepts that may seem offensive to indiduals or groups In such instances, the test assembler

must be able to d rate that a p lly offunsive option 1s a legitimate part of 1) accurately interpret-
ing a required kand of stimulus matenal or 2) ly d g an und ding of the knowledge
base of a p lar discipline. The bler's inability to d rate such points will suggest that the

distracter should be revised

Balance

In general, the sensitivity reviewer should determine whether there 1s 2 suitable balance of multicultural
matenal in final forms of a test of test section. In tests that largely test skills, such as mathematics aptitude
tests and wating ability tests, the numbers of references to males and females in items that refer to people
should be approximately equal Such tests should also contain references to one o more minonty groups, at
least meeting the test’s own specifi s on multicul P If such a test consists enurely of a
small number of passages, such as some reading compreh tests, bal q should be
applied less stnngently—for example, 1f one out of three passages focuses on either women or a minonty
group, the test's balance 1s acceptable

Tests that largely assess content should mecet their own specif OR SeX-r d and mul
tural matenal If the test's speifications do not refer 10 women and minonty sroups, ETS's corporate
gudeline requinng “the inclusion of matenal reflecting the cultural background and contnbutions of major
population subgroups” should be followed For example. women and minonty groups ~ ,uld be mentioned
1n atems that test skills (for example, as the topic of a graph in a graph-rcading 1tem 1n an economucs test)

Tests that assess a mixture of content and skills should be evaluated indidually, applying the spint of
this guideline Such tests may include curnculum-based skills tests such as the interpretation and analys s of
I and b based skills tests. such as police oflicers’ examinations

In all tests, 1t 15 desarable to refer to more than one minonty group, rather than focusing alliteins on g
single minonty group

B many prog use p g to build and augment question pools for the assembly of scored
tests meeting stnct content and statistical specifications, the sensitivty reviewer cannot require that a pretest
be balanced 1n 1ts representation of either Women or minontues if the pretest specifications do not specifi-
cally require such matenal N of pretest specifi should be made by the test assembler on the
test senativity review report form

5
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In judging the balance of a test, the sensiivity reviewer should consider not only the numenca! balance
of sex and minonty representation but also a more holistic appraisal cf the overall impresston that 1s made
by the test’s references to women and nunonty groups The ways 1n which men. women. and mtnonty group
members are portrayed and the strength of the vanous references are among the factors to consider 1n
making such a he"stic appraisal

For comp d, sclf-selecting, or branching tests, the entire pool of items should be reviewed before
the system 1s used. At that ime, the pool should be evaluated to see 1f 1t contains an acoeptable halance
Ref top with disabilitics are not part of the balance requirement for any test.

Stereotyping

Sensitmty reviews must ensure that no test imphes that a r v1s culturaily or biologically
infenor or supenor to any other ++» . Thus, the review shoula . -~ matenal contains language
or symbols that reinforee offenst. YPes. Such stereotypes ge.. ., suggest the physical (e g . heght.
waight. attractivencss, strength) <1 psychological (e g . intell ethics, beh I p
infenonty of a particular group in some ch d desirable by the majonty culture For
example. matenal that refers to the alleged predomi of Itahan A n org: d came imphes
that ftahan Ameri are dishonest, O« lly, an offensive stereotype imphes a supenonty of one
group over another. For exampie, many would view as offensive a question that imphes that males are
better dmvers than ferales. Matenal judged to contam language or symbols that reinforce offensive sterco-
types 1s not acceptable. (See Appendix A for ples of offensive stercotypes.)

1t1s also important to avoid stereotyping women or a minonty group by portraying them 1n only one
role. especrally if it 18 a stereotypscal role. Instead, they should be portrayed engaging in many different
activities For example, if a woman is engaged in a traditional actvity hke child-reanng in one 1tem. 1t 1s
desirable to have one or more items in the test in which women are engaged 1n less traditional activities.
such as working as a lawyer or business executive.

In evaluating stereotypes, the sensitivity reviewer must recognize that there will be instances where
stereotypes are hikely to appear as part of the content-related matenal of a test. For example, there may be
nstances where a social worker must know common stercotypes 1n order to deal with social problems or

where a histonan must be aware of ypes in order to ly interpret histoncal documents Here,
as 1n eval g perspective, the bler must be *ble to d, that the p of a stereotyp¢ and
the test taker's ability to recognize and interpret 1t are required by the discrpl
Caution Words and Phrases

Sensimty reviews should reflect the fact that even words with leg uses can appearin
contexts that make them plable. Through exp sensitivity have ieamed that certain
key words and ph often pany sensitive ial Thus, although the use of these words and

phrases 1s proper and legitimate, the appearance of these words indicates that the matenal requires special
ion b of an d p ial for offensiveness Examples of such words are lo er-class, dus-
crimination, and race. (Scc Appendix B for a more compreh hst of ples )

Special Raview Criteria for Women'’s Concerns

Sensitivity reviewers should seck to identfy and el all lang that discr on the basis
of sex (See Appendix C for detaried )

4

Special Review Criteria for References to Peopie with Disabilities

Sensitivity reviewers should seck to 1dentify and el all |l that discr on the basis
of physical or mental disabul (See Appendix D for detailed requirements )

O
o
[

2 gy

R

Uk ¢ 1

[



pos

%

¥

H
£
3
i

231

Underlying Assumptions

Sensivity s should pt to el h 1c of gender-based beliefs and prejudices
An underlying assumption 1s a subtle secondary premise that reflects an individual's ethnocentnc beliefs
U ptable underly:ng p include the following

® That a group 1s deserving of a particular fate,

® That a group 1s by nature dependent on help from another group:

® That a group lacks or has an excess of any given quality fairly common to humans,

® That what may be a norm only 1n Westem culture 1s “truth™ or that European cvilization 1s “"better”

than (as opposed to “different™ from) other ¢iwilizations,
® That a causal link exists between any group and poverty, cnme, 1ntziligeiice, and the like

Context Considerations

Q

Aahl

the use of lis There are four arcas in which this occurs with

some frequency

| Historrcal Domam 1In order to measure an individual's knowledge of history, 1t may sometimes be
desirable to quote from matenal written dunng a penod when social values differed markedly from
today's For example. a passage descnbing the conditions of Southem Black people dunng the
reconstruction penod may include the term “colored people™ or *Negro** While 1t 1s desirable to
avod the use of such matenal where possible. the sensitivity 1ssucs must be judged 1n the overall
context 1n which they are presented.

Luterary Domain' M ! that 1s designed to an individual's knowledge of hiterature or
that quotes from works of literature often contains similar problems For example. many passages
from matenal wntten before the 1970s may include constant usc of the so-cailed “genenc he," a style
that was considered editonally correct until recently Similarly, passages that deal with cultures other
than the majonty culture may vary n purpose or 1n methods ot discussing ethnic 1deals or atitudes
In all such the I and 1tems must be reviewed carefully

Legal Domain. Matenal drawn from legal sources may sometimes deal with sensitive areas For
example, real estate tests may contain references to federal. state, or local laws goveming discnmina.
tion 1n the mortgage nghts of EEO classes

Health and Soctal Sciences D Certain 1n these d (including health pro-
fessions, soctal work, and ¢ivil service) require knowledge of information that may be considered
sensitive in other contexts For example. 1n nursing tests it may be necessary to test one's knowledge
of the predominance of sickle-cell anemia among Black people or Tay-Sachs disease among Jewish
famihies Social work and the civil service require knowledge on how to approach problems and/or
counsel people 1n a wide vanety of social and cultural contexts

~

DY)

&

Incl of p Ity I depends on the con.ent of the entire test or publication
Given an appropnale oomexl use of certain matenal may be justifiable. It 1s important to recognize that
many subject-matter tests must include information and concepts that have a great potental for raising
sensitivity 1ssues The test assembler and the sensitivity reviewer are responsible ior working together to
develop test matenal that covers necessary subject matter (such as slavery, the Japanese-Amencan intem-
ment dunng World War t1, ethnic comp of social probl inath Ity balanced, sensitive, and
objective manner

Elitism, Ethnocentricity, and Related Problsms

To eltmenate concepts, words, phrases, or examples that may upset or otherwise disadvantage a test
taker, every effort 1s made not to include expressions that might be more familiar to members of a particular
socal class of ethnic group than the general population, such as “soul food" and “'trust fund.” unless they
are defined or knowledge of them 1s relevant to the purpose of the test Words and sentence constructions
that could have different meamngs to different ethnic or geographic groups must be avoided. Care must also
be taken to assess the appropnateness of dialect, slang, and non-Fnglish words and phrases, such as
“bairn,* “stickball." and “maven.” which tend to be more famihar to certan ethnic, geographic. or other

bgroups of English speak
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APPENDIX A

GUIDELINES FOR RECOGNITION
OF UNACCEPTABLE STEREOTYPES

Thus appendix bists some of the stercotypes that have been identified by bers of major pop
groups When reviewing these examples, 1t ts important to understand that they are not intended to senve as
an cxh hist of all possibk ypes but rather to tlustratc some of the more commonly encountered
ones

Although some words in this appendix may scem dated or may appear infrequently in contemporary
texts, they are found 1n many sources (such as hiterary p tustoncal d and cartoons, and
popular publ ) that provid I I for test questions. Such words are listed here 1n order
to remind the reviewer that they, and words like them, must always be carefully evaluated, regardless of the
context 1n which they appear.

No population group should be depicted through 1. ge or symbols as superior or infenor with

regard to
contnbution to society intethgence
education keadership abihity
emotional stabiity morahty
honesty physical appearance
industriousncss physical capabilities
2 No population group should be depicted through language or symbols as fixated on instant gratfi-
cation (unable to plan for the future).

[

No population group should be depicted as unable to mix socially with other groups

No population group should be depreted as superior or infenior 1n its social irstitutions, social
organizauions, . ¢ social structures

&

Examples of Unacceptable Stereotypes

1 That Asian/Pe.cific Americans:

@ are only suited for certain vocations and professions (¢ g, food service work, laundry work,
mathematics);

® speak "'pdgin” English,

® are short, skinny, and wear glasses,

@ subsist on chop sucy, fned e, heroal tea,

@ live or prefer to live in ethnic aeighborhoods (e g , Chinatown, Little Seoul),

® are predomunantly refugees;

® marry in accordance with famly wishes or as a result of a prearranged agreement between families.

® practice polygamy;

@ favor sons over daughters and first sons over all other siblings,

® have little regard for human hfe;

® usc narcotics, particularly opium and its denvatives,

@ require women to be passive and subrmssive,

® all share the same basic culture (as opposed to b | cuftural vanations that exist 1n
the hentages of Asian/Pacific Amencans)

FaFAY

J U

G
ol




E

Vel e 1

2

O

FATIEN

233 '

[¥]

That Black Amenicans

© are only suited for certain vocations and professions (¢ R . sports, music, teaching),
® arc Jess prepared or less adequate as profe i

® comprise the majonty of individuals receving welfare support,

® (males) often desert their families;

® arc not punctual,

@ frequently engage 1n cil dizorders and looting,

® live exclusively in depressed urban areas:

® are hoentious (overpopulate, routinely engage in sexual relations at a young age, eic ),
® are unaware of their Affican hentage:

® gamble excessively:

® dnnk excessively:

® have an mherently supenior sense of rhythm,

® speak “Black™ language,

® cxcel in physical as opposed 1o intellectual endeavors

W

That Hispanic Ameficans

© are only swited for certain vocations and professions (¢ g , sei .1ce work. agnicultural work),

® are heentious (overpopulate, routinely engage in sexual relations at a young age, etc ),

® are violent or bloodthursty (bullfighung, revolutionary, etc.),

® reccive a disproportionately high percentage of welfare support,

® speak dualects of Spanish unintelligble to other Hisp groups,

® are not punctual and frequently procrastinate (mafiana attitudes),

® (men) physically dominate women (macho attitudes).

® are all alike as opposed to g cultural differences (¢ g . Puerto Rican, Cuban, Chucano, etc )

That Native Ameficans/Amenican Indians

® are unable to handle alcohohc beverages,

® are ""closer to nature” than other Amencans,

® hive 1n teepees and/or slums;

® lack the ability to deal with modern technology,

@ lack the ability to deal with inteliectual and academic endeavors,
® are unusually hostile, violent, or apathetic,

&~

® are all alike (as opposed to & sub I vanations among and within the Indian Nations),
5 That women'
® are only suited for certain vi and prof (cg.cl ¥ school teaching, nursing, secre-
tanal, libranan),
® are less prepared or less adeq as prole Is than men.

® are weak, fragile, or passive,
® are overly emotional or hysterical (panic 1n crises).
® are disorganmized. illogical. or scatterbrained,
® frequently engage in gossip,
® compete with cach other;
® lack basic mechanical ability (¢ g, can’t dnve a caror fix a leaky faucet),
® lack ability to excel at any actity (music, science, etc )
@ are overly concerned with their physical appearance,
® are pushy,
® lack quahties of leadership (1 ¢, self-confid b and assertivencss),
® lack basic ability in mathematcs
6 That persons with disabilities
® are helpless or less able than others who take care of themselves,
® are (o be pitiad or patromzed,
@ are nonproductive membcrs of society,
® arcin need of government assistance
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Appendix B

CAUTION WORDS AND PHRASES

Expenence has shown that the following words and phrases frequently accompany sensitive matenal.
While the vast majonty of these words and phrases are themselves lepumate and are often used appropn-
ately. they tend to indicate an sed p | for the p of offensive )

Although some words tn this appendix may scem dated or may appear infrequently in contemporary
texts, they are found 1n many sources (such as hterary passages, historical d and cartoons, and
popular publ ) that provids ) ial for test q Such words are histed here to remind
the reviewer that they, and words like them, must always be carefully evaluated. regardless of the context in
which they appear.

' Caution words and phrases with regard 10 all population groups
affirmative action illiteracy, sthiterate, ihterates
backlash nequality
backward, backwardness wnfenor
barbanan, barbaric inner aty
birthrate instant gratification
avil disorder intethigence, intethgence test
avihzed Juvenike delinquency
class, lower class, middle class,
upper class
colomalism, colonszed
cnme, cnminal, cnime rates nonwhite
culture, cultural buas, single-parent family
culturally deprived physical type. physical capabilines,
culturally disadvantaged physical charactenstis
deficient preferential treatment
depnived pnmitive
developing nation premiscuous
deviance, deviant behavior race, racism
dialect not
disadvantaged ntual
discnmination socal class, social development
emotional, emotionatism SOCIOECONOMIC
environment Third World
equality unavilized
freedom underpnvileged
gangs underdeveloped nations
genetic, genetic inferionty, genctic uncducated
supenonty urban
ghetto wviolent, violence
lgnomnl welfare
Hlegiimate
2. Caution words and phrases with regard 1o Asian/Pacific Island Amencans
Asian American(s) *® Far East
* Chink (demeaning abbreviation of ® Jap, Japs
Chinese) Japancse
Chinaman, Cistnamen * Onent
Clunawoman, Chinawomen **Onental(s)
Pacific Islander(s)
Note The disunct terms Asian American. Pacific American, and Asian/Pacific Island American should
be used ding lo y and apptop

* These are generally unacceptable terms
**Whenever possible avord using Ihese terms as nouns [t 1s preferabk 10 use them as adyectives, 1 ¢, Asian Amencans
or Black people
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3. Caution words and phrases with regard to Black Amencans
Afnca, Afncan Jungle
Afncan(s), Afro-Amencan(s) native
Black ¢ Negro, Negroes
**Blacks people of color
Black Amencans pnmitive
busing segregate, segregation
¢ colored, colored people slaves, slavery
desertion, desertion rates South Afnica, South Afncan(s)
integrate, integration tnbe, tnbal
4 Caution words and phrases with regard 1o Hispanic Amencans:
barmo ¢ Mex
bilingual Mexico, Mexican
Chicano{s) Mexican Amencan(s)
Cuba, Cuban nation. nations
Cuban(s), Cuban Amencan(s) New Rican
extended family Puerto Rico, Puerto Rican
Hispanic Puerto Rican(s), Puerto Rican
**Hispanics Amencan(s)
Hispanic Amencan(s) Spanish, Spanish Amencan(s)
**Laun(s), Laun Amencan(s) ¢ Tex-Mex
Latino
macho. machismo
5 Caution words and phrases with regard to Native Amencans/Amencan Indians
Aleut(s) (Use this form instead of Eskimo ) rative
Amencan Indian(s) Native Amencan(s)
¢ Eskimoqs) ¢ redman, redmen
Indian reservations
Inunt(s), Innust(s) (Use this form instead treaty, treaty prvilege
of Eskimo ) tnbe, tnbal

Note The terms Natnve Amertcan and American Indian are both acceptable and may be used indepen-
dently, as appropnate.

* These are gencrally unacceptable terms
**Whenever possible avoid using these terms as nouns 115 preferable to use them as adjectives. 1 ¢ . Asian Amenicans
of Black people
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Caution words and phrases with regard to women and men (see also

Appendix C)

* better half
boy(s), boyish

* coced (as a noun)

* distaff side
domineenng
females, feminine, feminist
frvolous
gender
he, his, him
housewfe
homemaker
hystenical
lady, ladyish
hbber, women's ibber
maid, maiden

male(s). masculine

man, manly, manhocd, men
matnarch

Miss, Mrs, Ms

mother. mother-in-law, grandmother
noscy

old mardish

patnarch

picky

pushy

woman, womanly. womanhood
women

SEX, SEXCS, SCxY

she, her, hers

stubborn

Cautton words and hrases with regard to persons with disabihtres (see also Appendix D)

* afflictewyi.fincted

* cnppled

* deaf and dumb

* deformed

* drainfburden
normal

patient
retarded
**the deal, the blind. the handicapped
* wheekl bound. fi J,‘l d
to wheelchairs

* These are generally unacoeptable terms

or deaf students

ERI

Aruitoxt provided by Eic:
0

AL v

**Avoid using these terms as nouns It us preferable 1o use them as adyctives, ¢ g, Asian Amencans or Black people

21




T

Appendix C

237

SPECIAL REVIEW CRITERIA FOR WOMEN'S CONCERNS’

~

[

. In descnptions of women, a “p

P +

orp

are not acceptable.

Women must not be desctibed by physical attnbutes when men are being descnbed by mental attnbutes
Terek fe S 10 2 man’s or a woman's

charm or

h

9wt
oorv

8" tone is not acceptable. nor are sexual

tnnuendoes, jokes, or puns Examples of piable p are [ g on ph | app (a
buxom blonde), using special female-gender word forms (p awiatnx, ). and treating
women’s 1ssues as hi or I The foll g list id a numbser of generally unac-
ccptable words and phrases and presents one or more acceptable substitutes for each case:
Unacceptable Acceptable

the fair sex; the weaker sex, the distaff women

stde
girl. as in: I'll have my gitl check that

lady used as a modifier, as i fady law yer

the little woman; the better half, the ball
and chamn; and other such colloquialisms
female.gender word forms, such as
authoress or poetess

female.gender or diminutive word forms,
such as suffragetie, usherette, aviatrix
libber (a put-down)

sweet young thing

coed (as a noun)

housewfe

career girl or career woman

cleaning woman, cleaning lady, or maid

In descriptions of men, especially men in the home, ref;

TNl have my secretary (or my assistant) check that (Or
use the person’s name )

lawyer (A woman may be dentified simply through the
usc of pronouns, as in The lawyer made her summation
to the jury When gender modifiers are required, use
woman or female, as 1n a course On women wnters, or
the arrltne’s first female pilot

wife, spouse

author. poct (Some words like heroine or actress can be
used tf they scem appropfiate in the given context.)

suffragst, usher, aviator (or pilot)

fermimist

young woman; girl

student

homemaker for a person who works at home, or
rephrase with a more precise or more inclusve term
Identify the woman's profession. attorney Elfen Smith;
Mana Sanchez, a journalist or edutor or business execu.
tive or doctor or lawyer or agent,

housckeeper, house or office clcaner

bt
P

to general inep are not

Men should not be charactenzed as dependent on women for meals, clumsy tn household maintenance,

or foolish in self<care

Women must be treated as part of the rule, not as the exception. Generic terms, such as doctor and
nurse, are assumed to include both men and women, and modified utles such as woman docior of male
nurse are not acceptable Stereotyptag work activitics as “woman's work™ or a “man-sized” Job 15 not

acceptable.

" Adapted from McGraw Hill's Guidelines Jor Equal Treatment of the Sexes Used with the permission of McGraw-
Hill Book Company (Scc also Appendix B, Section 6 )
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Women should be spoken of as participants in any action, not as passive bystanders Terms such as
pioneer, farmer, and settler must not be uscd as though they apply only to adult males Examples
follow.
Unacceptable Acceptable
Proneers moved West, taking their waves Proneer families moved West
and children with them or
Proneer men and women (or proneer couples) moved
West, taking their chuldren with them

Wornen must not be portrayed as needing male permission n order to act of to exeraise therr Nghts
Example:

Unacceptable Acceptable

Jim Wess allows his wafe to work part- Judy Weiss works part-time

ume

The word man has long served to denote both a person of male gender and humanity at large To many

people today, however, the word man 1s so closely d with the first g (2 male humar

being) that 1t 15 no longer considered broad enough to be applied to a person of exther gender There-

fore, alternative expressions must be used in place of man (or denvative constructions used generically

to signify humanity at large) The followang list 1dentifies acceptable alternaties for man-words

Manword Preferred Alternatne

mankind humanity, human beings, human race, people,
humankind

man’s achievements human achievements

If 2 man drove 50 mules at If a person (or driver) drove S0 miles at

60 mph 60 mph..

the best man for the job the best person (or candidate) for the job

manmade artificial, synthetic, constructed, fabncated

manpower human power, human energy, workers, work force,
human resources, personne!

grow to manhood grow to adulthood, grow to hood or w hood

Use of the so-called "genenic he' 1s plable. Here, as elsewhere, histoncal context andjor direct
quotations must be considered when evaluating matznal
Passapes chosen for reading compreh 1tems 1n adk tests may not use the “genenc he™

Tests or test sections composed of discrete ttems have the following possibilities
A) If the item has several references, balance the use of *he™ and “'she” wathin the 1em
B) Change “he” to a specific name Sam, Jim, etc. Change other 1tems to Jane, Cheryl. etc Then

balance the items throughout the test o7 test section

Finally, note that a stem like “A man drove SO miles . . “1s not 2 “genenc he” stem Items hike

this need only be balanced wath ttems like “A woman tnvested " Examples of other alternatives
follow:
Unacceptable Acceptable
The average Amencan dninks his coffee The average Amencan dninks black coffee,
black

Replace the line p wath one, you, he or she. her ot they. ot people as approphate

Alternate male and female exp! and ples to establish a balance within an jtem
Example
Unacceptable Accepiable
I've often heard supervisors say, “He's I've often heard supervisors say. “She's not the right
not the Nght man for the job." or, "He person for the 10b." or, “He lacks the quahfications for
lacks the quahfications for success™ success ™
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Occupational or activity terms ending in man are not acceptable when they can include members of
either sex. Excepions can be made for references to a particular person Examples'

Unacceptable Acceptable
congressman ber of Congress, ref (but Congr

Koch and Congr an Hol are acceptable)
chairman chaur, chairperson, the person presiding at {or chainng) a

mecting, the presiding officer, head, leader, coordinator,
moderator (Also acceptable are Chairwoman Shirley
Chisholm and Chairman Mao )
(Note that “Chairman John Doc and Chaifperson jane Doe™ 1s not an acceptable combination, since
man and person are not parallel }

businessman business executive

fireman fircfighter

mailman mail carner, letter carmer

salesman sales representative, salesperson, salkes clerk

1nsurance man 1nsurance agent

cameraman camera operator

foreman supervisor

Test ttems that assume all test takers 10 be male are unacceptable

Unacceptable Acceptable

you and your wife you and your spouse

when you shave in the morning when you brush your teeth (or wash up) in the morning

Parallel language must be used for women and men

Unacceptable Acceptable

the men and ladies the men and the women, tbe ladies and the gentlemen,
the girls and the boys

man and wife husband and wife

(Note that lady and I + wife and husband, and mother and father are role w« Ladies should
be used for women only when men are being referred to as e . Simularly, women ghould be
called wives and mothers only when men are referred to as husbands and  fathers. Like a make shopper, a
woman in a grocery store should be referred 1o as a customer and not as a housewife }

. A woman must be referred (o 1n a manner that 1s paraliel with references 10 a man. Both shoald be

calied by their full names, by first or last name only, or by ple Examples

Unacceptable Acceptable

Bobby Riggs and Billie Jean Bobby Riggs and Bilke Jean King

Billie Jean and Riggs Bile Jean and Bobby

Mrs King and Riggs King and Riggs, Ms King (because she prefers Ms ) and
Mr Riggs

Mrs Meir and Moshe Dayan Golda Mer and Moshe Dayan

Women should be identified by therr own names (e 8 Indira Gandhi). They should not be referred 10 1n
terms of their roles as wafe, mother, sister, or daughter. nor should they be identfied 1 terms of therr
marnital relationships unless paired up with similar references to men or such references are basic and
necessary 10 effective measurement.

H
o Mk
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14 Pronouns must not be linhed with certain work of ocuuf ot the assump that the worker is
always (or usually) female or male Examples
Unacceptable Acceptable
the consumer or shopper  she consumers or shoppers they
the secretary  she secretanes  they
the breadwinner  hus carings the breadwinner  hus or her earnings or bread-
winners thar earings

15. Males should not always be first in order of mention

Appendix D

SPECIAL REVIEW CRITERIA FOR REFERENCES
TO PEQPLE WITH DISABILITIES"

Sensitiaty reviewers should be particularly aware of the ways in which people with disabilitics are
portrayed People and their worth as individuals should be emph d. not the disabl d they
may have. Refernng to people as their cond isd g and

All terms that have negative or that reinforce negative judgr (e.8, crippled man or
crazy woman) should be replaced with terms that are as objective as possiblc. No one who has a disabihty
should be pictured as helpless or pitiful People who havc dlsabllmcs may be parents. teachers. business
owners, leaders in their in short, resp p bers of society who are neither
to be pitied nor patronized

For general publications, as well as for tests in which sentences and reading passages contain general
information but are not testing knowledge of that information (¢ g . SAT and GRE sentence-completion
items), at 1s important to watch for labels attached to people Idenufying a computer programmer as para-
plegic of an arust as learming disabled, for instance, 1s probably graturtous and irrelevant to the pro-
grammer’s of the artist’s ability to function On the other hand, 1t may be acceptable in a test to have a
reading passage that descnibes how one person sucessfully manages a particular disability.

Although there 15 constderable agreement among orgamzations that represent of are concerned about
particular groups regarding language usage and appropfiate terminology, in both instances differences of
opnion still exist Sometimes usage that ETS would prefer to avoid may be part of the historic tide of an
orgamzation, ¢ g , the Amenican Council of the Blind In this instance, the word d/ind 1s used as a noun
instead of an adjective, which 1s the g 1 ferred use, S 1t 1s the term atself that 1s no longer
approphate (¢ g, mental deficiency, aj]hcted) Ifan Jourmnal, or publ has such a term in
its name (¢ g, the Amencan Association on Mental Deficiency) then one must use the correct name of the
organization. However, the use of these terms should be ded where it 1s approp todo so

The following unacceptable terms and the preferred alternatives are meant to be guidelines— ot abso-
tute, inflexible standards Tests or other publ that deal specifically with teaching. diagnosis, of treat-
ment may require using terms on the unacceptable List in order to convey technical information If so, the
test assembler should check the “speciat considerations™ box on the front of the test sensitivity review report
form and note that the test contains specialized matenal and explain for whom the test is intended. A
publications editor should note the specialized ! on the publ y review form.

Generally Unacceptable Preferred Alternatnes

the use of a handicapping condition use as adjectives a deaf

asa noun; ¢ g.. the deaf, the student. a blind child,

blind. the handicapped handicapped people

afflicted/afflicted with/ person wno has -..., people

afflicted by/affiction who are affected by ----

confined tofrestricted to person who uses a wheelchair,

a wheelchair/wheelchair bound person who gets around by
wheel-chair; wheelchair user

hd ln pm dcmod I‘rom hterature 1ssued by the Gitbert M and Martha H Hitcheock Center for Graduate Study and
the U of Nebraska-Lincoln. School of Journalism, the Onlano March ol‘ Dimes
brochure. the Nauoml Easter Seals Guidelines, the Cerebral Palsy Found and 2 guidebook published by the
of B C
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cnpple/cnppled person who has a physical
disabality, physically disabled
people

deaf and dumb people who cannot hear or speak

diagnose/diagnosed correct only to descnbe a

condition. not a person, the
condition was diagnosed as ..
discase use the word condition or speafy
the name of a condition, such as a
person who has multiple sclerosis

drain/burden person who has a condition that
q d {or add 1)

responsibility (or care or
intensive care)

inflicted with/inflicted caused by - disabled by -,

normal people without disabilitics,
nondisabled people;
nonhandicapped person

patient (noun) usc only to refer to a person
who 15 being treated by a
physician at home o who 1s1n a
hosputal

retarded See note 3 befow

victim/victin of person who has ««--; people
who expenence -

blind as a bat/crazy/cnp/deformed/ these terms and others Iike them

dumb/fmk/glmpﬁnsanc/uuful/poor/ should NEVER be used

unfortunate

Additional Notes

2

w

There are gude dogs and seeing-eye dogs for persons who are blind and heanng-ear dogs for persons
who are deaf

When people who are deaf communicate by the use of their hands. they may be descnbed as siging
People are described as wntcrpreting when they render what someonc is saying into sign language for a
deaf person.

In addition to the general guidel d d. the NTE Ed of Mentally Retarded Students test
commuttee has made several more d about approp and current logy in the field of
mental retardation Among them'

Usc mentally retarded rather than r *2rded alone--¢ 8 . mentally retarded students rather than retarded
students
To specify degrees of mentat d use the foll
muldly retarded (educable) student
derately ded (t ble) student
severely and profoundly retarded student

® Use the term muldly mentally retarded in place of cultural-famihal retarded

Use the term Down syndrome rather than Down's symdrome (in keeping wath new terminology 1n the 1983
AAMD Classification in Mental Retardation)

Refer to occupational and vocauonal education programs as career cducation programs

Where appropnate, use siudents rather than children 1n order to accurately reflect the age range of those
1n special education programs.

26
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SAMPLE FORMS

Selore tost gues to eensitivity toviever, Test Assesdblor should {111 1n o1l informatios tequired above the doudie 1ine oed
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R ' o Provided by ERIC

How to Fill Qut the Blue S.R. Form

Page 1
1015 the test assembler's responsibility 10 sce that the entire portion above the double ine is filled 1n

betore the test goes to a sensitvty reviewer.

Page 2

Lut stem numbers on the appropriate kines

2 List an stem 1n more than on¢ box il apphicable For example, an ttem about Fredenck Douglass would

be histed under both "Males™ and “Black Amencans™

No matter how many males and/or females are hsted in a single stem, ent r only the stem number Do

not list the number of people in the item For exampl«, enter only the number of an ytem based on a

chart of ten United States vice-presadents Tt i< not correct 1o enter the item as having 10 males

Al the botton: of page 2, check the appropnate boxes 1f, on page 1, the test assembler has wdicated that

the test does not requirt multicultural matenal, leave the left-hand boxes blank

Pages 3-4

1 Wnte your comments on individual items (0r sets of ttems for a passage)

2 Please confine your comaents on these pages to seastivit gssuces It You want to ruise other 1ssucs, make
Your comments on a separate piece of paper

Stgn OfF

U Il the tost requir— o changes, check the first box «  tne lefthand side of the first n_ge and siga off on
the test Also, sign off on the appropnate line on the Test Assembler's Control Sheet

2 1fyou have made suggestions on Fevising ttems or have requested that stems be removed, check the
second box on the lefthand side of the first Page and return the test 1o the test assembler or «, fOpiIRte
sensilivily review routing coordnator.

3 DO NOT sign esther the blue form or the Test Assembler's Conrol Sheet unul the test assembler has
responded 1o your comments

4 1f1est bler’s resp are sausfactory, check the third box on the lePhand side of the first page,
Sigh your name on the nghthand side, and sign the Test Assembler's Control Sheet

17 you and the test assembler cannot agree on changes and/or deletions, check with your divisional

seastvity review coordinator and make arranpements to consult with the TD director. DO NOT sign

the blue form or the Test Assembler’s Contro! Sheet,

Ifs1ep 5 does not result 1n a solution, indicats ** t the test will go to arbutration DO NOT sign the blue
form or the Test Assembler’s Control Sheet.

[

&

i
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: PUBLICATIONS SENSITIVITY REVIEW FORM

Revew Dat¢ e

Tutle

Project Ditector PJ

Sensitivity Reviewer

Results of Review D OK D Revision recommended

Reviewer's C

Project Director's Resp

Approved (Sensitinity R )

Date
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THIS SHEET IS TO BE ATTACHED TO THE SENSITIVITY REVIEW FORM AND
REMAIN A PART OF THE PERMANENT RECORD.

Sensitivity Review Arbitration Control Sheet

1 have reviewed the
D Test, form
D Publication, ttle:

and discussed my comments with the assembler/project director We have been unable to reach a
satisfactory resolution of n.y concerns as explained on the attached sheet(s)

Signed

Reviewer

1 disagree with the changes as identified with the sensitivity reviewer We have been unable to
reach a sausfactory resolution of my concerns as explained on the attached sheet(s).

Signed
Assembler/Project Director

T'have been notified of the aeed for arbitratton on the test form/publication designated above

Signed

Sensttivity Review Coordinator

1have d d the disag as descnbed ou the attached sheets with the assembler/project
director and the reviewer 1 am aware that the matter 1s betng sent to arbatration.

Signed

TD or Diviston Director

Having reviewed the wntien attachments to this control sheet, the arbitration panel has decided
as follows: (Continue on a separate sheet if needed )

Date Signed 1.
2,
3
30
LR
2 ‘2o
O

LRIC

H
b
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h
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APPENDIX F

SENSITIVITY-RELATED SECTIONS OF ETS OFFICIAL DOCUMENTS

ETS Standards for Quality and Fairness

Test Development Guideline

Prepare, with appropnate advice and review, speaficattons for each test that cover the following
® Sensitvity— requirements for matenals reflecting the cultural background and contnbutions of
major population subgroups
Test Development Guideline

Review individual tems, the test as a whole, and descniptive matenals to assure that
® language, symbols, words, phrases, and content that are generally regarded as sexist, racist, or other-
wise p lly offensive, appropnate, or neg toward major subgroups are ehminated

Accountability Guideline

Review publications and other matenals to chminate language or matenal gencrally regarded as sexist,
racist, or otherwise offensive or tmappropirate

3




Memorandun for:

cc:  Ms. Dwyer
Mr. K{mmel
Mr. Klein
info. cc: Test and Publications Editors
Subject: Test Sensitivity Review: Date: February 26, 1987

Guidelines for Tallying
Balance

Attached are detailed guidel
balance for sensitivity reviews o
be placed after Appendix F in the

sensitivity review notebook. Please keep ¢

1. The tallying and ba

247

COLLEGE BOARD TEST DEVELOPMENT
COPA TEST DEVELOPMENT
SHEP TEST OEVELOPMENT

From: R. W. Adaas
J. Hsta
G. D. Saretzky

ines for tallying ftems and deterulnlng

f tests. We recommend that these guidelines
Guidelines and Procedures section of your

he following points in mind:

lauce gutdelines are a part

of the overall Guidelines. Even though the

focus here 1s on co

unting and Tepresentation,

all other agpects of the review guldelines are

to be considered ag
process,

well during the review

2. Although al} pretests are to be reviewed to

eliafnate offengive

language, pretests are not

requited to te balanced in their representation

of women or members

of minority groups unless

the pretest specifications specifically ¢all

for guch material.

(See page 14 of the

Guidelines and Procedures. )

3. Test assemblers are

utged to inform committees,

consultants, collaborators, and sutvey
recipients of the general ETS goals for
ainority and women's representation and to make
certain that all item writers understand the
need to meet, when possible, the basic ETS
standard for fairness and quality,

/ddzh

Attachments

ERIC

Aruitoxt provided by Eic:

WA




Test Type:

Definition:

Balance:
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CONTENT

The CONTENT test {s designed primarily to measure knowledge that
1s specific to a subject; tests measuring knowledge of economics,
United States history, literary history, physics, and the like
fall into this category. It is expected that such tests will
have detailed specifications based on committee recommendations
and reflecting, to the extent possible, current curricula.

In general, the ftems {n a CONTENT test ask questions that
require the test taker to make use of course~specific information
to answer the question posed or to reason through to the correct
answer. Examples include, but are not limited to:

In which of the following circumstances was the National
Recovery Act proposed?

Which of the following is part cof the Bi{ll of Rights?

Who wrote The Autobiogrsphy of Alice B. Toklas?

Which of the following is characteristic of the Gothic novel?

Some {tems in a CONTENT test may be testing not particular
knowledge, but a particutar skill such as the ability to
interpret data {n a8 form typically used in a discipline. For
example, an economics test may require the interpretation of
economic data {n chart form, or a history test may require the
interpretation of a historical or demographic map. Nevertheless,
the presence of a small number of skills ftems fn a CONTENT test
does not change the classification of the test for the purposes
of sensitivity review.

CONTENT tests meet their own specifications and need not be
balanced. They should, however, {nclude i{n their specifications
an {ndication of the way in which the test can reflect, wherever
possible, the contributions of women and minority-group members
to the discipline. An economics test, for example, may specify
that two ftems will deal with the impact of women in the labor
force and two ftems with minority-owned businesses. If these
items are present in the test, the requirements of the CONTENT
specifications have been met and the test i{s acceptable. It is
expected that in some subject-matter aress, for example literary
history, there will be considerably more source material
available concerning women and minority-group members than there
will be in others, for example Latin or Classical History. In
the event that the CONTENT test contains items where he/she can
be used interchangeably, the test assembler should strive for a
balance.
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In making preparations for the assembly of a CONTENT test, assemblers are
urged to do the following:

1.

2.

3.

4.

5.

Inform committees, survey recipients, or other consultants about the
ETS standards for fatirness and quality, and the implications of
these gtandards for test content.

Give {tem writers clear {nstructions about the need for
representational material and, most foportantly, guidance to
appropriate source matertial.

Identify a1l f{tems that are intended to f{ll women's or winority
specifications. This {s particularly {mportant for figures yhose
names may be less well-known or misleading (George Eliot) to
non~specialists.

Make an effort, where appropriate, to {nclude women and minorities
in the distracters of {tems that are not specifically intended to
reflect women's and minority contributions or concerns.

Include a copy of the test specifications in the workfolder.
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Test Type:

Definition:

Balance:

Balance:
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Balance

SKILLS

The SKILLS test is designed primarily to measure a particular
skill (reading, English usage, mathematical problem solving) that
is necessary for academic work but {s assumed to be part of the
test taker's skills preparation. The subject matter of the
stimulus materfal has no special {importance for a SKILLS test.

For example, a sentence testing English subject-verb agreement can
be about canaries, typewriters, or women novelists, just as a
mathematics problem can ask about the height of telephone poles or
of basketball players who may be male or female.

There seem to be two fundamental types of SKILLS tests:
1. Tests/sections composed exclusively of discrete {tems.

2. Test/sections composed of some discrete {tems and some items
linked to the same stimulus (sets).

Separate discussions for balance are given below.
Discrete {tems only

In SKILLS tests composed exclusively of discrete items, the
representation of males and females in people-related items should
be approximately equal. At least 10% of the people-related {tems
should be about minority group members and, whenever possible,
more than one minority group should be represented.

It must be recognized that some tests will deviate from these
requirements for valid reasons. For example, a test designed
exclusively for students in Bermuda may have an entirely different
balance, perceived or otherwise, than tests designed for usc in
the Unfted States or, like TOEFL, designed to test the language
abilities of non-native speakers who intend to come to the United
States. The coordinator of such a test must document such
variations (e.g. Test for use exclusively within a non-United
States population), and the test agsembler must note the variation
on the Sensitivity review report forms. Still, {n most such
tests, a balance of male and female representative {tems should be
the goal.

Discretes and Sets

For SKILLS tests composed primarily of gets related to a large
number of stimulus passages, the people-related passages should,
wherever possible, have approximately equal male-female
representation. Ideally, there should algso be about 10% of the
people-related passages that concern various minorities. These
criteria -aould be applied with more flexibility than they are tn
SKILLS testa composed exclusively of discrete {tems.

For SKILLS tests composed of a small number of stimulus passages,
e.g. 3 as in GMAT or 4 as in GRE, only one of the passages needs
to have either women or minority representation.




Test Type:

Definition:

Balance:
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Balance

MIXED

The general definition of a MIXED test {s that it primarily
measures skills but evaluates those skills by means of clearly
defined and established stimulus material within a content area.
There seem to be two basic types: 1) curriculum based and 2)
occupational.

Curriculum-based

The curriculum based SKILLS test 1is expected to include stimulus
materfals that are part of a particular curriculum. For example,
a French language tegt evaluates language ability or interpretive
ability by means of specific French texts. Similarly,

quant {tative ability {n Engineering uses engineering-specific
stimull {dentified as central to the discipline.

Occupational

The occupational SKILLS rest primarily measures knowledge and
skills required of a particular occupatfon. Such tests ©ay be
intended for an all-male population (the Professional Golf
Association, for example) or may deal only with women (Obstetrics
and Gynecology, for example). The situations and content to which
the skills and knowledge are applied thus represent those that are
relevant to the occupation.

For mixed tests the sensitivity review requirements for balance
must be uged Judiciously. The ETS standards must be kept {n mind,
but the unique orientation of the test must be recognized as well,
In asseabling such tests, the assembler must plan well ahead to
make certain that whatever possibilities exist for representation
of women and oinority groups are identified and developed as far
as the important subject-matter of the test will allow.

Curriculun-based

A curriculum~based MIXED test will generally conform to whatever
domain has been recommended by external committees, consultants,
or internal specialists. Although this domain may have {ts own
requirements (French language and literature, 20th century
American literature), ft nevertheless remains the responsibility
of the test assembler to ensure that, whenever reasonable and
possible, representative material is developed. Thus, whereas a
CONTENT test may specify "rwo contenporary Black women writers,"”
the MIXED test with only a specification for "ten 20th century
American items" should also contdin some representation of
American women and American minorities in either stimulus material
or individual {tems. Obviously there are limitations, depending
on the subject area; the test assembler 18 onrly agked to exhaust
whatever possibilities exist for achieving r resentatfon

of women and minority groups consistent with the general
guidelines.
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There will be curriculum-based MIXED tests that combine
significant numbers of skills items and significant nuabers of
content {tews in sections that may or may not be separately timed.
For example, a test on Spanish language and culture might have 60%
Spanish grammar and vocabulary ftems (SKILLS because the subject
matter of the ftems could be anything) and 402 Spanish history and
culture {tems (CONTENT because the items measure knowledge of a
specific subject). In this type of MIXED test, the skills
material should be evaluated in a way generally consistent with
the balance requirements for SKILLS tests. For example, 1f there
are discrete items dealing with gramear and vocabulary, those
referring to people should be approximately equal i{n male-female
references. Similarly, the content material should be evaluated
in a way generally consistent with CONTENT tests; the assembler
should provide detailed specifications for such content portions
of the test.

The sensitivity reviewer must remember that MIXED tests of
this nature are likely to have a clear content base and general
“"culture” orfentation. This means, therefore, that Spanish tests,
for example, would be expected to have some representation of
Hispanic-Americans but would not necessarily be expected to have
Black American, Asian/Pacific American, or Native
American/American Indfan representation in efther the skills or
content portions of the test. Similarly, a test like the Bermuda
test, designed for a non-White and non-United States population,
oight be relatively free of any "minority” representation at all.

Occupational

An occupational MIXED test will generally conform to the
activities, knowledge, and skills required by an occupation and
identified as central by consultants, committees, or internal
specialists. Here, as with curriculum-based tests, the test
assembler 1s asked only to make certain that whatever reasonable
possibilities for women's or minority representation exist are
used.
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Tallyin

Guidelines for Tallying

The basic rules for tallying, regardless of the type of test, are as

follows:

Items

1.

2.

6.

For discrete items, a reference to a male, a female, or a member of
a minority group in the stimulus, stem, or options means that the
iten should be tallfed under that Sroup.

For discrete items, a reference to both a male and 3 female, or to
both a female and a member of a aminority group, means that the ftem
should be tallied once under each of the groups mentioned.

For discrete ftems, a reference to a Black woman should be tallied
once for the Black category and onre for the female category;
similarly a reference to a Hispanic man {s tallied once in both
categories, and so on for other groups.

For discrete items, a reference within one {tem to scveral men
several women, or several members of a minority group should be
tallied only once for each group.

Only United States minority groups should be tallied. For example,
a passage about the Japanese writer Mishima Yukio should not be
tallied as “"Asian American” and a passage about the Maya should not
be tallied as "American Indian.” Such materfal can, for
completeness, be 1isted under "other,” but cannot be considered in
deternining whether specifications for balance have been met.

References to male or female animals, birds, or mythological
creatures should not be counted for balance, and the specific
behavioral characteristics of such figures should not be extended to
human males or females for any reason. Thus, the behavior of a
female bird or a male bear {s in no way representative of or
stereotypical of human behavior.
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Passages

1)

2)

3)

4)

Tallying

For a stimulus or passage with a set of ftems attached, the

sensitivity reviewer should determine whether the stimulus/passage is

about men, or women, or a minority group. If it {s and the passage is

in & SKILLS test, all of the attached items should be tallied for that .
group.

In a8 CONTENT or MIXED test, correct {dentification of what the passage/
stimulus {s about {s also {mportant. It {s best in CONTENT or MIXED
tests, however, to maintain a double count--one count for passages and
one count for {tems—since the {tems may or may not have relevant
references and should be counted {ndividually.

If a passage/stimulus incidentally mentions a man/woman/minor{ty group M
but is not about that ®an/woman/minority group, the reference can be )
entered once {n the {tem tally (regardless of how many times the name

of the man/woman/aminority group appears) in the appropriate place on

the review form. For example, {f the name Martin Luther King Jr.

appears twice in a passage about nonwviolent resistance, the ftem

tally should have one gmark for Black and one mark for Male, but the

passage should not be considered male-oriented.

It should pe noted that, in a passage about dartin Luther King Jr.,
once that passage has been categorized the tally does not increase
egch time King's name appears in the passage.

In a CONTENT or MIXED test, passages or works of art that, even though
not identified ss such, are by women or members of ainority groups
must be counted in the tally. Thus, a painting by Mary Cassatt or an
excerpt from a poem by Langston Hughes, even if no explicit reference
is made to women or minorities and even {f the artist is not
identified in the ftems, must be counted for the purposes of balance.

Test assemblers should always {dentify artists or authors who are
women or meabers of a minority group on cards or flimsies.

In a CONTENT or MIXED test, < passage that, for context/subject-matter
considerations, must contain "generic he" references or personified
objects, should be classiffed with care. For example, {f "the West
Wind™ is persorified as "he" in a poem about the West Wind, the
general orientation might be considered male but each individual “he"
should not be part of the tally. A single reference to a male West
Wind in a poem about summer would not, however, make the poen “male
oriented” and a single pronoun probably should not be tallied. In a
passage with "generic he" references, the passage should be classified
as male oriented, but each he should not se tallfed. The ftems for
such a passage will be tallied according to their individual
characteristics.
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I was breezing along through a chapter on the American Revolution when I did a double
take on one sentence. It was as if somebody had stuck a foot out there on the page and
tripped my mind as it ~ent by. I looked again, and this sentence jumped out at me: Despite
tne hardships they suffered, most slaves enjoyed a higher standard of living and a better life
in America thau in their primitive African homeland. As far as I can remember, this was the

first time I was ever enraged,

—Bill Russell*

* Russell, Bill, and Branch, Taylor Second Wind New York Random House, 1979
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Introduction

Most of the items and tests the test sensiivty reviewer judges need no change to meet the ETS sensimty
gurdelines. However, the reviewer must be aware that some 1tems may be flawed in terms of sensitivity sssues
These flaws fall into five categones’ L
(1) Inappropriate fanguage
(2) Inappropnate subject matter or tone
(3) Inappropnate undedying assump tons
(4) Stereotyping
- (5) Lack of balance
: The items and passages included sn this section have been chosen to ilustrate these basic flaws—or the
tack of them. Some of these items and p d in tests produced before the ETS test sensitivity

PP

. review process went into cffect, some of them never appeared in lms at all but were removed from the pool
: of available items and offered by test blers for use in g y Ce following
3 cach of the items or passages are intended both to direct to the probl i s found
with the matenal and to help define what 15 and 15 not acceptable under the ETS sensivty rcwcw gurdelines

(1) INAPPROPRIATE LANGUAGE

Example

Owing to her detailed and pempﬁvesmdyofthenodemfuuk Germaine Greer has become a recog-
nized spokesman of the women’s liberation movement.
Begin with Her detailed.
(A) having made
(B) bas made
(C) made of
(D) became
(E) is becoming

Commentary

Spokesman 1s not the term that should be used here. Advocate or leader would be an acceptable subsu.
tute

Example

In an inner city, retail sales and employment are declining and low-income and minority households are
increasing. Which of the following policies would be COUNTERPRODUCTIVE to restoring its economic
health and vitality?

(A) Approval of « new circumferential freeway catside of the city

(B) Adoption of a regional tax-sharing plan for all aew industrial and commercial development
(C) Concentration of federal grant monies for rent supplemsents to inner-city areas

(D) Diversion of highway trust moaies to public tramit improvements

Commentary

The term tnner cury carnes a great many connotations not necessary 10 the item Downtown area would
avor* those connotations The inclusion of munority households n the stem 1s relevant, the pertnent infor-
mation 15 contained 1n low-tncome households.

Q (9 Fa
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Example

Rosa Martinez's vituperative review of the film cast douht on her abiliiy to assess the worth of cirernatic
works because that film has been an overnight box office success.

Commentary

In this sentence testing Enghsh usage. the designation of a Hispanic woman as a lterary ¢ntic was
undoubtedly meant to show respect for both Hispanics and women  Unfortunately. sttuperative and the
imphication that the cnuc’s judgment 1s valucless make the item affectively negative.

Example

To deal with the probiems raised by the women's liberation movement, it demands basic changes in our
assumptions about the organization of society.

(A) it demands basic changes

(B) basic changes are what it demands
(C) there are basic changes demanded
(D) people must make the basic changes
(E) we must make basic changes

Commentary

Too often 1tems dealing with minontics and women use the word problems. implying that the qu=st for
awvl nghts or job opportumity bnngs nothing but trouble and annoyance to the rest of the world It would be
best if ETS 1tems avoided gving support to such a negative view of the changes brought about by the eml
nghts and the women's movewnents The phrase problems raised could be changed to opportunities or chal-
lenges presented.

Example
Experience has shown that 75 percent of those hired for & certain job prove to be successful. A testis
dministered to 80 appli and the 40 men with the highest test scores are hired. If it turns out that the test
has zero validity, what percent of these men should be expected to be successful?

(A) 0% (B) 40% (C) 50% (D) 75% (E) 80%

Commentary

The use of men 1n this ttem is unnecessary. confusing. and i violation of the ETS guidehnes A neutral
word ltke upplicants or test takers can casily replace men

(2) INAPPROPRIATE SUBJECT MATTER OR TONE

Example

Just as the————of a new species of insects is certain to have a rro %ound effect on the———of 2 river
valley, so a large immigration of a new race or class is bound to destro} .he sociat equilibrium of & city.
(A) exodus. .topography
(B) influx..ecology
(C) mutation. .geology
(D) discovery. . population
(E) extermination. .stahility
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Commentary

The sentence implies that immigrants of a different race or class are. like destructive 1nsects, bound to
destroy the terntory they enter These suggestions are totally inappropnate 1 an ETS test The scntence 1s
. affectively negative.

Example

Both candidates agreed thet such minorities must be given an opportunity to advance, to seck justice, and
to the kind of special treatwent that might make up in part for past inequitics.

Commentary

This sentence (testing English usage) implies that muinontes are passive, only awaiting the paternalism
of the majonty to improve tneir lot 1n life The sentence might be revised as follows
Both minonty candidates agreed that minonty people inust take this opportunsty to speak out, to seek
Justice, and to the kind of ed that might enable them to make up, in part, for past
nequities in employment.

Example

People have been ia the Americas for more than 38,000 years. Whites have been around for less than five
hundred. It is presomptusus for anyore to pretend that the Chicano, the “Mexican-American” is only ene
more in the long line of hyphenated immigrants to the New World. I reject the semantic games of the
soclologists who identify ws as Mexican-Americans. Our lasistence on caliizg ourselves Chicanes stems from
a realization that we are not just one more misority growp in the United States.

We are, to begin with, 2 powerful bicad of indigenous America with European-Arabian Spaln. During the
- three bundred years of New Spain, only 300,000 whites settled in the New World, and most of these were
men. There were 30 few white people at first, that t28 years after the conquest in 1531 there were more biack
men in Mexico than white. Africans were brought in 23 slaves and soon intermarried. Miscegenstion weat
Joyously wild, creating many hues, shapes, and sizes, but the predominant strain remained Indio.

Then in the twilight of the conquistadores’ domination of New Spain, the Indios suffered the fate of 2
colonized people. Rejected by the Spanish father, they clung to their Indiaa mother and shared ber over-
whelming sense of loss. The revelutien of the thirteen colomies of New Eagland did not touch us, the descen-
dants of the Indios, uatil kalf a century later. Having formed a nation, the colonies eventually looked south
for their own conguests andl decided to “liberate™ Texas from Mexico. Mexico itself was bleediag from
internal conftict and was ill-cquipped (o defend its people in the war that made Texas part of the mow country.
Amid this so-called liberation, the American Indio remained forgotten.

Who then are the residents of the United States known hy the Chicano as Angins? They are transplanted

with pretensions of native origine. Their most patriotic cry is basically the retort of one hmmigrant
to another. Feeling truly American only whea they are no longer the latest foreigners, they brandish their
Americanism by threateaing the new arrival: If you doa't like it bere, go back where you came from.

Now the Anglo is trying to impose the immigrant comsplex on the Chicano, pretending that the “Mexi-
can-Americans” are the most recent arrival. But we will not be deceived. In the final analysis, frijoles,
tortillas, and chili are more American thau the hamburger. We do not suffer from the immigrant complex. We
keft no teeming shores in Europe, impatient and eager to arrive in New York. No Statue of Liberty ever
greeted our arrival In this country. We did wot, in fact, come to the United States at all. The United States
came to us.

Commentary ,

This reading passage was rejected pnmanly becausc of its inflammatory tone. which might be upsctting
to vanous groups of test takers The matenal wathin 1t 1s controversial and affectively negative, in this case.
the matenal 15 potentially offensive to members of both the majority and minonty groups
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Example

The only Oriental boy in a class of flve-year-olds always looks down when the teacher addresses him. Of
the following, the most reasonable assumption the teacher can make about his behavior is that be
(A) probably feeis guilty and thinks he has done something wrong
(B) has learned to lower his eyes for a particular reason
(C) may have trouble with his vision and should have his eyes checked
(D) does not pay attention when spoken to because he is thinking of other things
(E) may be emotionally disturbed and should be observed by the scheol psychologist

Commentary

The subject matter of the item 1s appropnate for a test given to teachers, who should be aware of
different cultural traditions among their pupils The difficulty with the item lies tn the vague key, option B,
and the affectively ncgative options. each of which, when placed wath the stem. s demean: :g or insulting
The test taker who answers this incorrectly and who does not know that the option chosen ts incorrect may
well have negative 1deas reinforced.

The cthnocentnc word Oriental should be changed to the preferred designation, Asian-American The
ttem can be revised 1n several ways 10 avoid the negative qualities of the options For example.

Which of the following 1s the most probable reason why the boy looks down?

(A) To concentrate better

(B) To show respect

(C) To avoid embarrassing the teacher

(D) To ask permission to question the teacher

(E) To avoid showing disagrecment with the teacher’s remarks

Example

Frequently there is a time lag between the statement of a managerial policy and the implementation of
that policy. This sppears to be particularly tru. with regard to the acceptance of women in management
positions, According to our survey findings, vomen interested in management or professional careers still face
soclsl and psychological barriers, despite recent charges in policies on the employment of women.

The responses we received to the case examples reflect two gencral patterns of sex discrimination: (1)
There is greater organizational concern for the careers of men than there is for those of women, and (2) There
is 8 degree of skepticism about women’s abilities to balance work and family demands. Underlying these
patterns of discrimination there is an assumption that is not st flrst spparent from the survey fladings: it
appears that women are expected to change to satisfy the organization’s demands. For example, written

from participating managers often sugpest that women must become more assertive and indepen-
dent before they can succeed in some of the situations described in the case examples in the survey. These
managers do not see tbe organization =5 having any obligation to alter its attitudes toward women. Neither,
PP ly, are organizations abou:t to change their expectations of men. Perhaps because it is expected that
the job will eventuslly “win out” over the family, a man is given the time and opportunity to resolve conflicts
between home and job. This Ip itself says a great deal about how organizations might conceive of 2 man's
relationship with his family.

Another conclusion we can draw is that when information is scant and the situation ambiguous, managers
tend to fall back on traditional concepts of male and female roles. Only when there are clear rules and
qualifications do both women and men stand a chance of breaking out of the stereot) ped parts usually
reserved for them.

When the results of this survey are extrapolated to the total population of American managers, even a
small bias against women could represent a great many unintentional discriminatory acts that potentially
affect thousands of career women. The end result of these various forms of bias might be great personal
damage for individuals and co.tly underutilization of human resources. If managers are sincere in wanting to
encourage all employees equally. they ought to examine their own organizations’ implicit ex pectations of both
men and women to see whether these expectations reflect some of the same traditional notions revesled by the
survey. Ideatification of these biases would help managers to move toward the goal of equal employment
opportunity for all.
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Commentary

This passage was undoubtedly chosen as appropnate for showtng women's concerns 1n a tezt meant for
applicants to graduate schools of bustness. Unfortunately, the passage does not present a positive picture of
what women entenng business management can expect and can therefore be considered affectively negative
for women taking that test [t might not be considered inappropnate her context, however In any
case, it would be better to usc the term “women® rather than “'career women**

(3) INAPPROPRIATE UNDERLYING ASSUMPTIONS

Example

In order to work effectively with members of a minority group, the most important consideration is for
the social worker to
(A) be aware of his or her own self, vatues, and biases

(B) study the language of the minority group
(C) be sympathetic and nondiscriminating
(D) live among or close to the minority-group members

Commentary

The stem assumes that the social worker 1s not a member of a minonty group This underlying assump-
tion is invahd, and some of the options are also patronizing

Example

The fact that black community organizations perceive that economic development meets their needs does
not by itself justify a federal investment in economic development programs. There are, however, at least two
important programmatic reasons for estabtishing economic development programs with broad-based commu-
uity support. First of all, it is becoming increasingly more difficult for any f2deral program to operate in a
black ity without refe to the social and political forces within the community. The «ivil rights
movement and several years of operating commanity action programs bave made = change in the euvironment.
Black people have become more skilled in the techaiques of crganization and of communication with the white
commuaity. As a result, it has become virtually imposesible to implement any meaningful program without
active community participation.

The second program reason for community coatrol Is directly related to the fact that the social utility of
economic development involves multiple besefits. As long as programs involve single, separate, Juantifiable
oufputs such as total employment, total number of houses built, etc., a strong case can be made for having the
ultimate control of the program in the hands of the tecknicians who are better equipped to achieve these goals
and to optimize the various combinations of cost-benefit relationships. However, community economic devel-
opment requires that trade-off decisions be made involving nonquantifiable comparisons. Given the fact that
the state of the art of cost-beneflt analysis is, and in the near future will continue to be, much teo crude to
permit any sembiance of objective cross comparisons of social beneflts, the question becomes, * W*o should
decide between social beneflts?” If someone has to make these judgments, it is reasonabdle (o assume that the
perception of the community that has to suffer any mistakes is a better guide than the perception of outside
professionals who lack both the conceptual framework and the data for rational anatysis.

This does not mean that residents can develop their commanity without outside belp. This is particularly
true in programs of business development that by nature involve complex interrelationships between people,
require considerable technical competence, and p a certain frame of ref among partici-
pants. The trick, therefore, is to find the combination of community control and technics] capability that will
praduce responsive policies and competent programns. In effect, there would be a partuership between black
institutions and the establishment, with g quipping the institutions with the fiscal base for negotia-
tion.
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Commentary

This passage basically sets up a "we-them" situation. with the “we.” who are knowledgeablc and
technically skitiful. proposing to help the “them.” who cannot provide any of the knowledge or skills
required out of their own resources The author 1s not unaware of the nced for community invohement and
cooperation or the skills that the community will be able to provide. However. the author assumes that the

ehtire € y will be 1g of the knowledge required and deficient in the skills needed This under-
lying assumption 15 what Icads to the affectively negative aspects of the passage
Statements ke “Black people have become more skilled 1n the techniques of ¢ ng with

the white community” reinforce the iappropnate underlying assumption It would be more appropnate to
suggest that Black and White communities have become more skilled 1n communicating with each other
rather than implying that any failures in ¢ are the responsibility of the Black community
alone.

(4) STEREOTYPING

Example )

Khrushchey's gift to history is, and always was, himself. Khrushcbey's greatest qualities, those that
distinguished him from all other Soviet leaders, were his energy, his enthusiasm, his confldence in himself and
in others. It was his prodigal personality, his ability to confess a mistake and reverse himself, his explosive
unpredictability, that did more than anything else to spring the genie of spontaneity out of the bottle of
repression in which Stalin had contained the Russian spirit for 30 years. Khrushchey was the quintessential
Russian peasant, He was cunning and sly. He was given to the charming, fantastical Russian kind of lying
called rranyo and to extremes, like the muzhik who works hard and then spends days on a drinking spree.
Coming at the moment of Russian history whben be did, Khrushches’s great contribution was his confldence in
the Russizn people and his effort to give them confldence in themselves.

Commentary

The stereotype in this passage Is of Russian peasants. a group not explicitly covered in the guidehines
However, the passage does present a stercotype. the stereotype 1s offensive. and the guidehines do indicate
that offensive stercotypes are to be avoised The matenal could be affectively negative for certain members
of the population taking the test.

Exampie

The cartoon above from the early 1960s depicts

(A) anewly revived tribal dance

(B) communist acger at American involvement in Vietnam

(C) the displeasure of communist leaders over the closing of the Suez Canal

(D) efforts to i ist influence in Africa

(E) tbe resentment of Mao and Khrushchev at African attempts to nicdiate the Israeli-Arab conflict
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Commentary

The cartoon 1s offensive because 1t stereotypes Afnicans as primitive, spear-carrying people 1n grass
skarts or leopard skins The figures are meant to represent Khrushchev and Mao

Although matenal of a satinc nature often raises issues for sensitivity reviewers, it 1s possible to use
cartoons and the like that meet ETS sensimity review guidelines The following matenial 1s acceptable

Example
Questions 46-48 are about the following cartoon.

Copynght 1967 by the Waskingion Swe

“In these disputes, I find myself in an unfortunate position!™

46. The man on the b in this cart;

(A) the federal government

(B) a labor mediator

(C) the consumer

(D) the farmer

47. What is the maln point of the cartoon?

(A) Labor-management disagreements oftes lead to violence.

(B) The government has no power to stop strikes.

(C) Farmers have little influence on national politics.

(D) The public is often hurt by labor-mansgement disagreements.

48. The way the fighters are drawn suggests the artist believes that
(A) both labor and management obey the rales in their disagreements
(B) both labor and management are powerful forces

(C) the government has too much control over labor und industry

(D) both iabor and management want help i solving their disagreements

Commentary

The cartoon and the questions following it are acceptable The exagg 1n the cartoon and the
choices in the stems do not present a derogatory picture of any group

(5) LACK OF BALANCE

Balance 1n a test, for the purpose of sensitinty review, generally mvolves including items that present
males and femalcs in app tely equal bers, showing women as well as men as active participants in
the world at large. and presenting the contnbutions of members of vanous mmonty groups or descnbing

the history and culture of such groups as well as those of the majonty group.
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The following group of items iustrates her kind of bal that the ity reviewer may
comment on Further, 1t 1s mportant to note that the items appeared in a descriptive booklet (alt ETS
publications are subject to a mandatory sensitvity review) and that the question raised for the sensitivaty
review 1$ not covered directly in the ETS senstinty review guidehines. The items are being used to descnbe
the kinds of items that appear 1n a humamties test

Careful consideration of balance 1s most appropnate 1n operational sections/tests made up of discrete
items In a reading comprehension pretest made up of only two ot three passages, the test assembler may
have content specifications that do not snclude mmonty/female representation Such pretests cannot be
challenged for balance

Examples
1. Often read as a children’s classic, it is in reality a scathing indictment of buman meanness and greed, In
its four books, the Lilliputians are deranged, the Yahoos obscene.
The passage above discusses
(A) Tom Jones (B) David Copperfield (C) The Pilgrim’s Progress (D) Gulliver's Travels
(E) Alice in Wonderland
2. Which of the following deals with the bigotry an anguished Black family faces when it attempts to move
into in all-White suburt?
(A) O'Neill’s Desire Under the Elms
(B) Miller’s Death of a Salesman
(C) Williams® A Streetcar Named Desire
(D) Albee’s Who's Afraid of Virginia Woolf?
(E) Hansberry's A Raisin in the Sun
3. Which of the following has as its central thense the idea that wars are mass insanity and that armies are
madhouses?
(A) Catch-22 (B) Postnoy’s Complaint (C) Lord of the Flies (D) Heart of Darkness
(E) Vanity Fair
4. Which of the following is often a symbx i of scw life arising from death?
(A) Agorgon (B) The minotaur (C) A umlccrn (D) A griffin  (E) The phoenix
S,  Which of the following musical forms is divided into the secti Kyrie, Gloria, Credo, Sanctus, Bene-
dictus, Agnus Dei?
(A) A symphony (B) A pianoconcerto (C) Amsss (D) A madrigal (E) A cantata

1. The work pictured above is
(A) afresco (B) astabile (C) awoodcut (D) anillumination (E) an etching
2. The theme of the work is the
(A) sacrifice of Isaac (B) expuision from Eden (C) reincarnation of Vishnu
(D) creation of Adam (E) flight of Icarus
3. The work is located in the

(A) Alhambra (B) Sistine Chapel (C) Parthenon (D) palace at Versailles
(E) Cathedral of Notre Dame
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TWs painting is a visual allusion to which of the following pictorial themes?

(A) The Annuncistion (B) The Flight into Egypt (C) The Adoration of the Magi
(D) The Pieta (E) The Descent from the Cross

Commentary

The question of balance raised by these items 1s whether only those familiar with Chnstian tradition
can achieve a good score on the test Chri.uanity has indeed influenced the music, painting. and other arts
of Western aivilization, and testing knowledge of these influences may certainly be appropnate, depending
on the purposes of the test The questions the assembler and the test sensitivity reviewer must decide are

@ Do these items indeed reflect the proportion of questions on the test dealing with Chnstian tradi-
tion?

® il they do. 1s such emphasis on detailed knowledge of Chnstian tradition justifiable?

JUXTAPOSITION

Sometimes two ttems arc acceptable from the sensitivity reviewer’s point of view, but they present a
problem because they are juxtaposed Juxtaposition can permit an unwelcome and unintended assoctation
between 1deas For example. an item dealing with Black woumen followed by one dealing with welfare might
causc some test takers to make an unwarranted association of Black women with welfare reaipients Such
1t:ms should be separated.

JUDGING THE ITEMS

Nothing involving human relationships is cver cut-and-dricd, and reviewing matenals for potential
offensivencss to particular groups of people 15 no exception The guidehnes for reviewing are just that—
gurdelines They do not indicate exactly how cvery item or passage undergoing sensitivity review 1s to be
interpreted or under what circumstances matental that might be regarded as appropriate for one test
becomes acceptable -- or at least tolcrable  for another Because there 1s leeway for debate about some
ttems and their use 1n a particular test. sensitivity reviewers are encouraged to discuss with other sensitivity
reviewers matenal that they consider potentially offensive

The need for discussion 15 particularly apparent when the sensttivity reviewer considers the matenal
potentially offensive cnough to be removed from 4 test because no amount of rewording will make the
material acceptable Before the seasitivity reviewer cmbarks on such a course. 1t 1s important that he or she
determine from discussions witi other sensitivity reviewers whether the recommendation to remove matenal
from a test 15 an 1diosyncratic or individual 1espose or the informed response of a group of sensitivity
reviewers Throughout the process discussion of disputed items 1s encouraged not only among sensitivity
revicwers but also between the seasitivity reviewer and the assembler and among .l the parties interested 1n
the outcome ~[ nc dispute
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Exz.ple
My grandmother's i y did ot confine iteelf to the exercise of nutbority over the neigh-
borhood. mnwasnlsotbedefemeofhefhomeun‘k-fummre gainst the i d encroach of

visitors, With my grandmother, this was not the gentie and tremulous protecﬂvem of certain chronically
frail people, wbo infer the fragility of atl things from the brittieness of their own bones and hear the crash of
mortality in the perflous tinkling of a tea cup. No, my grandmother’s sentiment was more autocratic: She
hated having ber chairs sat in or her lawns stepped om or the water turned on in her sinks, for no reason but
pure administrative efficiency; she even grudged the mailman his daily promenade up her sidewalk. Her home
was & center of power, and she would not allow it to be insulted by easy or ¢emocratic usage. Under ber
jealous eye, its social properties had withered and it fanctioned in the family structure simply 23 a political
headquarters. Family conferences were held there, consuitations with the doctor and the clergy; unruly grand-
children were brought there for a lecture or an jnterval of thought-taking; wills were read and loans negoti-
ated. The family had no friends, and entertaining was held to be s foolish and Y courtesy required
only by the bonds of a blood relstionship. Holiday dinners fell, as s duty, on the lesser members of the
organization: Sons and daughters and cousins respectfully offered up Baked Alaska on s platter, while my
grandparents sat enthroned at the table, and osly their digestive processes acknowledged the festal nature of
the day.

Commentary

Some test sensttivaty reviewers thought this passage inappropnate because it describes an unpleasant
woman Others had no objectton to the passage, because 1t was obviously describing an individual woman
and not al! grandmothers

Presented to a pancl of experts in literature assembled at ETS to discuss sensitmvaty sssues 1 the testing
of literature, *he passage was approved The crucial factor for the pancl was that the person described In the
passage 1s obviously a character of considerable individuality and not stereotypical tn any way

Example

The Mescalero Apache tribe is one of seven linguistically and culturally related peoples whose aboriginal
territories stretched over large sections of present-day southwestern United States and northeastern Mexico.
The Mescalero were characterized by an lc system that harmonized well with their challenging env-

ronment. In late historic times they attempted desaltory farming along some watercourses, but the severe
westher and short growing season of the mountains and the precarious water supply of the lowlands did not
encourage cultivation of the soil. Thus the Mescalero were forced to depend on hunting and the gathering of
wild harvests.

Such sn economy required mobility; thers had to be readiness to follow the food harvests when and where
they matured and to move from one hunting area to another when the supply of game dwindled. A concentra-
tion of population was inappropriate to such techniques of food pr As 2 result, e population was
thinly dispersed over the immense range.

Since most economic errands were carried out in small groups, there was little incentive for highly
centralized leadership. It Is probable that never in its history did the trihe have 2 single leader who was
recognized and followed by nll Rather, the Mescalero leader, or “chief (literaliy “he wbo speaks™), was, as
his titie suggests, a respected adviser drawn from the beads of the families who tended to camp and move
together.

Since he had no coercive power, he had to understand what his followers were willing to do. Serious
misjudgments or unpopular counsel might cost hica bis position or a portion of his followers. Theoretically, the
office of the leader was not hereditary; in practice, there was & tendency for sons of leaders to succeed their
fathers. This was informal, however, not absolute. Typical situations which required a leader’s judgment
included such problems as whether to move to another site because of poor luck in hunting, repeated deaths,

idemic di 2 or the proximity of enemies; whether to sanction s raid or war party; whether to sponsor an
impomut sochl or rinnl event to which outsiders might be invited; and what to do about disruptive behavior
such as the practice of witchcraft. The sbility to lead successful raids and war parties, as well as to sanction
them, was = great asset for a leader; such expeditions meant booty, and this made it possible to distribute
favors widely. In s society where g nerosity was ose of the cardinal virtues, such activity built and sustained
the good will so important to a leader.
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Commentary

The main objection to this passags. 1n discussions among sensitivity revicwcrs. was that 1t makes no
mention of women Further, some of the language was considered demcasung. for example. the phrase
“desultory farming” Others who revicwed the p=ssage had no objection either to the failure to meation
women or to the language of the passage They held that the socicty being depicted was a male-dominated
socicty, that women 1n that socicly were subjugated, and that it might be more insulting to women to
descnbe that subjugation than to omit mention of women entircly They had no cnticism of the usc of the
word desultory, considenng that a nomadic people would not farm mn any other way The basic argument of
these reviewers was that the Mescalero Apaches hived a ife different from that of modern inhabitants of
North Amenca and that failure to descnbe that hife accurately was, in 4 sens¢, an adnussion that that way
of hfe was to be regarded as not so much just different but infenor The counterargument was that not all
readers of the passage would be knowledgeable about vanous kinds of socicties and would tend to view as
infenor a society quite different from what they considered the best or the norm

A pancl of histonans was invited to ETS to discuss with staff vanous issues that had caused concern
among both test assemblers and sensitvity reviewers In its review of the matenals presented to it, this panci
made a clear distinction between matenal that 1t considered suitable for history tests and matenal that
would be appropnate in reading passages The view of pancl members was that no subject of importance is
to be avorded 1n a test designed to be taken by students of history. although care should be used 1n the
presentation of matenal Merely including the date or source of an opinion would suffice for some matenal
They stated that history was not always pleasant and that unpleasant aspects of hustory should be studied
and knowledge of those areas of history should be tested They also maintained, however. that considerable
arrcumspection was needed 1n choosing passages about minonty groups and the history of minonty groups
for use 1n reading tests. Unlike history students, takers of such tests cannot be expected to supply or
understand a context for a particular idea that might be potentially offensive or disturbing

The histonan who discussed the passage about the Mescalero Apaches with ETS staff, an Amencan
Indien himself, asserted that descnptions of members of the various Native Amencan nations and tnbes in
tests and other matenals contain threc major faults’

(1) Natine Amencans are dealt with as peoples of the past Very httle attention is paid to the Amencan
Indians hving. working, accomphishing today

(2) They are defined 1n two ways only —as lovers of nature or as ficrce warnors (He could not decide.
he said, which stercotype he dishked more.)

(3) In most matenals. Amencan Indians appear to hasve ived in a socicty without women

Given these stereotypes. the passage on the Mescalero Apaches 15 to be considered tnappropnate for
use1n a test

Example

George Bernard Shaw explicitly advises women to be selfish. Of cousse, his play Major Barbara reminds
us that selfishness is not for females only. In Undershaft, the munitions millionaire, selfishness is bolder in
outline and broader in scope than anything Dorothea or Ibsen’s Nora or Undershaft's daughter could achiere.
Undershaft will see the world blown apart by his munitions before he will submit himself to the degradations
of poverty. None of the women quite reaches this pinnacle of assertion. Yet the actual pattern is not different;
and however small the framework, howeser delicate the tracing, the quality of selfishness in women needs to
be emphasized just because it is so difficult to achieve. That remark may sound dubious to readers who know
selfish women in life and literature; but these are examples of petty selfishness, not grand selfishness, and of
the old-fashioned, not the Shasian new woman,

The grand selfishness Shaw recommends is not self- serving, but self-respecting; it does not result 1 petty
self-seeking, but in a rehabilitation of the idca of the sclf. Scifishness is the opposite of meekness, humility,
and self-sacnfice (the so-called womanly virtues), not the opposite of generosity and altruism (the virtues of
strength). In a badly arranged world, meekness and acquicscence are dangerous virtues.

In fact, two picces of spiritual advice sum up this little book and covld equally well stand for the whole of
Shaw’s advice to women. The first is the Johnsonian, “My dear friend, clear your mind of cant.”” The second,
a comment with reverberations, is: *Always have the highest respect for yourself, and you will be too proud to
act badly.”
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Whether this quality is catied sell-respect, peide, or egotioms, it has always beew meot difficult for men te
ncccptinwmorfmwmtoWhM&AwﬁqtoUndTﬁﬂq.itk&kﬂi«ybh
heroine of Jane Auﬂo-‘s&wathntd-.ys&eaiﬁaulhmheunqdvoulnuhh&drh‘pelo
oftbenovel.ltlsﬂllsﬂlttBd&mefdh&mMMMe'sSﬁky.mklm
ancestor of Shaw's Lydia Tarew: x ceif-willed, egetistical woman who defies the worid to censure ker, whe
feelssuumst“r.katcver_‘.'boivkmm“hwnngnﬂ&ntlummnﬂualviewnnrigﬁt.O.e
neeasure of the chiange in socis! atmosphere hetwees 1849, when Shkirfey was published, and 1886, when Shaw
completcd Cashel Byron's Profession, is Shiviey’s sascrtion of her right 10 certaia masculine prevogatives,
which she self-consciously pursues as an cnd i itvelf. Lydia, on the other band, treats her ferninine self-asser-
donquitenbselalhddly.ﬁ&&mwdhmtmdu&emnwﬂd&km
admits her: interesting studics and rationalized ruies of bebavior.

». Aaﬂhgmhwm.&memdﬁﬁmmykﬂwmﬂemm&n
(A) all women are selfish
(B) women who are seifish are simply acting cormally
(C) socitty does not demand either selfishness er seificommess of women
(D) self-sacrifice is only one of the poesible p of action available to wemen
(E) it is easy for women t0 exhibit selfishuess

40. The author uses the example of Undershefi te
(A) show Shaw’s tesdency tc exaggerate
(B) contrast Shaw’s characters with Ibsen's
(C) demenstrate the reslism of Shaw’s charscterizati
(D) present a contrastiag model for Skaw's work
(E) rebut Shaw's primary contention

41. The author meets an asticipated objection to the statement that it is hard for women to behave selfishly
by
(A) presenting an example
(B) making a distinction
(C) citing an authority
(D) describing historical conditions
(E) examining literary attitudes

42. Which of the follawing provided the clearest iastance of the selfishness that Shaw recommends?
(A) A woman who allows athers to work to suppert he: but does not belp to provide for her family’s
needs

(B) A woman who makes other members of her household defer to her preferences

(C) A woman who insists on training for amd practiciag a profession that she chooses

(D) A woman who marries for social advance and does not attempt to make her husband happy
(E) A woman who obtains the largest part of an inheritance by flatt ing a wealthy grandp

43. As described by Lionel Trilling, the response of critics to Jane Austen's Eruna was influenced by the fact
that they
(A) found it hard to accept the character of ar assertive woman
(B) did not understand the tradition in which the novel stuvod
(C) failed to appreciate the subtiety of Jame Austen’s characterization
(D) thought it unsuitable for women to write novels
(E) found the novel to be ambiguous im its valwes

44. It can be inferred that the qualities of Charlotte Broate's heroine in Shirley are “distasteful” to
(A) the author of the passage
(B) many feminists
(C) many readers of the novel
(D) George Bernard Shaw
(E) Lionel Trilling

Q o
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«3. It can be inferred that Lydia Carcw is which of the following™
(A) \ mincteenth-century novelist
(B) \ carcer woman 1n Shaw's Major Barhara
(C) \ political figure
(D) % rember of a group that agitated for wonen's Lights
(F)  (haracter in Cashel Byron's Profession

46. 1t can be inferred that the author views the lessening, between the times of Shirles and Lydia, in the
self-conscinusness of women who asscrted themselves as
(A) acsase of deterioration in sevual relationships
(B) .2 adoption of 1adylike behavior
(€'} = setback for society
(D) progress made by women
(F) 1result of women's renunciation of egotistic behayior

Commentary

The consensus of sensitivaty reviewers who looked at this passage was that they would approve its use
i a test They abso recognized that some senmtivity reviewers might object Lo the passage and to items 39
and 42 particularly However. the group of reviewers approving the passags deemed that it does nut depiet
women ciiher negauvely or siercotypically and that items 39 and 42 were auceptable in that each was being
used 1o define sclfishness, a cruciz) point in understanding the passage and the atutude presented

Exampie

The days between Christmas Day and New Year's were allowed the slaves as hohdays. During
these days all regular work was suspended, and there was nothing to do bt heep fires and look after the
stoch. We regarded this time as our own by the grace of our masters, and we therefore used it or abused
1t as we pleased. The holidays were variously spent. The sober, industrious ones would employ them+

(5) selves in manufacturing corn-brooms, mats, horse-collars, and baskets. and some of these were very well
made. Another class spent their time in hunting opessums, coons, rabbiiz, and other game. But the
majority spent the holidays in sports, ball-playing. wrestling, boxing, ruiining, foot-races, dancing, and
drinking whisky; and this latter mode was generally most agreeable to their masters. A slave who would
work during the holidays was thought by his master uzdeserving of holidays. There was in this simple

(10) act of continued work an acc I'4 slaves, and a slave could not help thinking that if he made
three dollars during the holidays he might make three hurdred during the year. Not to be drunk during
the holidays was disgraceful,

1. Wh) was “this latter mode...most agreeable to their masters™ (lines 8)°
(A) It permicted the slaves to return to their work with renewcd sigor and interest.
(B) It imvigorated the entire plantation with a spirit of well-being and cooperation.
(C) It put to use materials and assets that were difficult to sell on the open market.
(D) It appeared to provide u necessary break in a life of continuous Jabor and service
(F) It seemed to confirm the slave owner’s buhef that slaves were not interested in 1iving as industrious
freeme.

2, The tone of the 125t seatence 1s
(A) ironic and bitter
(B) jovial and hilarious
(C) pedantic and learned
(D) servile and cooperative
(E) cajohing and pleading
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3. The passage s from an autobiographical account by

(A) James Baldwin
(B) LcRoi Jones

(C) Frederick Douglass
(D) Richard Wright
(E) Ralph Elhson

Commentary
This passage raises several questions about its appropnateness in a hiterature test

® The passage 1s about slavery. a highly emotional subgct for some test takers

® The passage is wntten by Fredenck Douglass, an important figure 1n Black history

® The passage presents a picture of the kind of subtle influcnces 4 master used to control the behavior of
slaves

® The passage speaifically mentions drunkenness among slaves

Conydenng these 1ssucs. some reviewers would deen: the passage inappropnate because, although a
factually accurate account, it is affectively ncgative Others would consider the passage approprate to use.
1n accordance with the views expressed by the panel of histonans. 1n a test designed for history students
Resolving the 1ssuc of whether the passage should be included 1n a given test will require considerable
discusston amone an extended group of people. all involved exther in the development of the test or in the
sensvity review process No i, what their decision about the passage, however. the itenis contain
opuions that are mappropnate T .est taker who chooses to answer the first item with option B, for
cxample. has clearly misread the passage or has some insupportable idcas about slavery. Thus tesi taker.
however. has no opportunity to discover that B is an incorrect answer It 1s to wvoid reinforcing such ideas
1n the minds of those who choase the wrong answer that options hike B are to be removed from test items.
10 accordance with the ETS sensimvaty review guidel R ding other options in the item. particuiarly
A and E. will improve the item from the sensitivaty reviewer's point of view Opuion E, for example. should
have a word like erroneous or nustaken inserted before belef. and freemen should be revised Simular
changes in wording are called for in item 2 Options B, D, and E convey aa impression of the wnter's
attitude that 1s not appropnate

Example

Questions 3, 4, and 5 refer to the following excerpt from a United States Supreme Court deision.

*“That woman's physical stru~*ure and the performance of maternal functions place her at a disadvantage in
the struggle for subsistezce is obvious. This is especially true when the burdens of mutherhood are upon her.
Even when they are not, by abundant testimony of the medical fraternity, continuance for 2 long time on her
feet at work, repeating this from day to day, tends to injuricus effects upon the body, and, as healthy mothers
are essential to vigorous offsoring, the physical well-being of woman becomes an object of pubdlic interest and
care in order to preserve the strength and vigor of the race.”

3. The views expressed in the excerpt above most proJably supported legistation
{A) reguw sting thie hours aud working conditions of women
(B) promoiting the employment of women in specified industries
(C) providing medical clinics for women in specified industries
(D) encouraging the use of birth-contro} techniques
(E) permitting health insurance companies to charge higher rates to women employed in specified indus-
trics

O
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In arriving at these views. the Supreme Court

(A) followed a strict constructionist line

(B) neld as closely as possible t) precedent

(C) admitted the legal relevance of statistical, sociological, and histonical data
(D) paid closc attention to the intent of the legistature

(E) followed the Dillon rule

The views expressed in #* . cxcerpt abose most closely reflected those of conteniporary
(A) socialists

(B) feminists

(C) Progressiv s

(D) cugenicis s

(E) Democrs s

Commentary

From the porr” of view of the sonsitivily reviewer, this stanulus s unaceeptable for use 1n an ETS test
It restricts wonee 1o their traditronal roles .is mothers and wives and makes no provision for the student
who. unaware 4"t ¢ source of the quotation. accepts the view presented as,an gecurate oe espoused by
ETS Further, the head note, by pomnting to the Supreme Court as the source of the qrotation, gines stature
to the point of view expressed

From the pomnt of view of the histeaan. the cited decrsion 15 a ¢ ructal one i Umted States history. 1n
that 1t represented a departure in the micthod by which the Supreme Court justificd the decision (s question
41ndicates) huis also :mportant in the history of women's nghts because it defined the legal status of
women (a woman 1s not a person under the law) and led to fegalized diserimination 4gaInst women, but
eventually gave impetus to the movement 1o gine women cqual nghts by constitutional amendment  Further,
the decision upheld protective labor lzgslation for women that pravided for such things as stools for
saleswomen 1o sit on so that they would not have to stand for 12 hours a day Humane treatment for
womien workers eventually led to hunane treatment for all workers. and the decision 1s therefo. ¢ crucial 1n
the history of *he Amencan labor movement

When two such equally importan® issucs are at stake 4 view of women that might upset some candi-
dates and reinforce stereotypical thinkirg 1n others versus a need to preserve the integrity of the subject
inatter of Amencan history, unpleasant though 1t may be  the need for compromise s» apparent In this
case. a bnef statement identifying for the tost taker the date of and historical context for the decision will
make the auotation acceptable i a Aistory fest Such a compromse might have ltle effect 1n some other
situations on items related to the stimulus. the inclusion of a date definitely changes the nature of the task
required by the questions. particularly question $ That question. from 1he test assemibler s point of view ,
may hase to he omitted from the test *Whan the constraints of the sensinity guidelines and the constraints
of the pool of 1tems avatlable to meet test content speaficalions cause such opposing ensions. working out
a mutually acceptable compromise 1s never casy. but 1t can isually be done
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Mr. Epwarps. Thank you very much, Dr. Dwyer, and Miss Rigol.

There is a vote on the floor of the House of Representatives. We
will recess for about ten minutes.

Mrs. ScHrOEDER. Mr. Chairman, could I just say one thing? I'm
not going to be able to come back because I have to work on this
bill. But I just want to say that I'm very disappointed because,
when I hear you saying that wor-en are more accurately predicted
by the tests than men, then you're really saying we’re overpredict-
ing men. That is the whole basis of what the first panel was
saying—why are we overpredicting men?

The second thing that disturbs me is that you are telling us that
there is this new group of women taking the test—but not to
worry, that they’re from a lower socio-economic scale I don’t think
that's relevant. I think it is what kind of academic backgrounds
they have. My understanding is the new group of women, and the
fact that more are taking the tests, is because they’re being encoar-
aged to by tl.eir advisors because of their academic performance.
So that’s what I think is relevant.

If they are really academically much lower than the males
taking the tests from high school, then that’s different. But I don’t
care about their socioeconomic background as much as I do their
academic background. If you could address those two things for the
record, I want the statistics on what kind of academic background
they have, not their income background.

That is the second bell and we do have to run. I'm sorry, Mr.
Chairman.

Mr. EpwARDS. That’s all right. We have plenty of time.

Dr. DwYER. Let me just say—and Miss Rigol may certainly want
to comment, too—that the women who take the SAT now are less
likely than the men, to have taken the academic program in high
school, for example. I think that speaks to the level of their aca-
demic preparation. We all have a sense of what the academic pro-
gram is. There are more women than men, who haven’t taken that
program, who take the SAT.

[Whereupon, the subcommittee was in recess.]

Mr. EDwaRDs. The subcommittee will come to order.

Well, Dr. Dwyer and Miss Rigol, is it your testimony that your
testing products, your examinations, are just about as good as they
can be made, insofar as bias is concerned, that they are very fair?

Ms. RiGoL. I believe they are. I don’t believe that we should be
complacent and say we're never going to look again and they are
perfect, just to put them on the shelf. I think we have to continue
to evaluate them.

But based on what we know so far, I believe they're as fair as
they possibly can be and we'll just continue to work at it. That's
my response.

Dr. Dwyer. I would agree with that. I would also be immodest
and say that I think the test development procedures used at ETS
set a standard for other test developing organizations. But 1 would
get a stage more nitty-gritty than that and say that not only do we
not have to become complacent, but we make new tests every day.
We have to apply the procedures that we do have every day. In
doing so, I think we continually learn better ways to do it.
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The test sensitivity review standards that I entered into the
record, for example, just within the past couple of months were
completely revised because we felt that our reviewing experience
had taught us so much about how to do that prccess that we
needed to rethink it.

Mr. EpwaRrps. So what you're saving is there was some bias in
the past, but you think you have eliminated it?

Ms. RicoL. I would like to respond.

I think that society has changed. There are things that would
have been considered perfectiy acceptable by the vast majority of
us 20 years ago that grate on us now. In many cases, these are
subtle changes. Looking back over old SAT items, I notice things—
for example, we might have had a math question about how many
shirts can a woman iron in three hours. Well, that is just not re-
flecting real life situations any more—for many women, at any
rate. Those kinds of questions have been changed.

So, obviously, we have to keep updating——

Mr. EpwaRbs. So that’s obviously bias?

Ms. RigoL. If we had that in there now. I'm not sure if it was
bi}e]lsed 20 years ago or not. But certainly our perceptions of
what——

Mr. Epwarps. Well, we had a pretty biased world 20 years ago,
so far as women were concerned, so you certainly do know it was
biased. Of course, it was. Twenty years ago we weren’t interested
in having women involve themselves to the extent that they are in-
volved in American life, so that was bias.

Ms. RicoL. That would be bias.

Mr. Epwarps. How do you lock for bias? How do you find it?

Dr. DwyeR. I start off by, first of all, looking at the individual
test questions in terms of what it is they’re supposed to be asking. [
realize this sounds like I'm starting a long way back. But I think
the kind of items that invite different interp.etations from men
and women or from blacks and whites are poorly written or confus-
ing items. So I think a good safeguard against bias is to make sure
that you know exactly what educational point you intend to test
and checking very carefully to make sure that it doesn’t drag in a
lot of superfluous information that might be related to factors like
race and sex.

The other things that I mentioned earlier get at very specific
kinds of bias, the bias that can be introduced by having a person
read something in a testing situation that they find upsetting or
offensive or that triggers in their mind some response that is just
not productive and not related to the educational goals of the test-
ing.

Mr. EpwaRDs. Insofar as math is concerned, young women
coming from rigorous schools, prep schools—for example, Concord
Academy or places like that—do they do just as well as young men
coming from rigorous prep schools?

Ms. RicoL. I'don’t know offhand, but I would be glad to gather
the information for a group of some selective and rigorous ince-
pendent schools and compare men’s and women's scores. I can pro-
vide that to the subcommittee.

Dr. Dwyer. May I be permitted a personal anecdote?
Mr. EpwaRrps. Yes, please.
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Dr. Dwyer. My daughter is a college student, a mathematics
major, and was shocked to find, when she looked into the number
of graduating math majors at Harvard, in the year she was looking
at, I believe there were ten people in math, of whom only two were
women. That is not the overall sex ratio there.

Mr. EpwaArps. Thank you.

Ms. LeRoy.

Ms. LEROY. Are there not studies that control for these factors,
that show that when you discount for socioeconomic status and
when you discount for educational background, when you take girls
and boys who have had the same number of years of math and
come from the same kinds of backgrounds, that girls still perform
worse than boys on these tests?

Ms. RiGoL. No, I think the data is just the opposite, that when
you adjust, or at least take into account, the academic preparation
of the groups, that the gaps are not nearly as wide.

Ms. LERoY. But they're still there.

Ms. RicoL. I again do not have that data right in front of me, but
I do know that. generally, when you control for number of years of
academic study, you do account for a large proportion of the differ-
ence.

Ms. LeRoy. ETS has done those studies, is that what you're
saying, and that that’s your understanding of their results?

Ms. RicoL. The College Board has——

Ms. LERoy. I'm sorry, I meant the College Board.

Ms. RicoL [continuing). Has displayed the information on a
number of years of study in a number of publications, and will be
coming out with a series of reports this next fall that will show, by
specific course preparation, the scores for different groups. It does
show that it accounts for at least some—I don’t now if it is all—of
the gap.

Ms. LERoy. We would be interested in seeing those studies when
they’re done.

Ms. RiGoL. Yes, I can certainly provide that information, too.

Ms. LeRoy. Are there some types of questions, math questions,
for example, that you know women do as well on or better than
men, and are there some types of questions that you know that
men do better on than women? And what is the ratio of those types
of questions within the SAT?

I 'mean, have either of your organizations thought about includ-
ing more of one type of question to try to adjust the test score dif-
ferential?

Dr. DwyER. Let me try to address that.

In most testing situations, you don’t start with the premise that
you want to construct a test that makes groups equal. Ycu start
with an educational premise of some sort. I think, as a generaliza-
tion, across a number of tests, you would be looking at either the
distribution of courses that material is to be based on, or within a
course of the topics to be covered. The specifications for the test,
the determination of how many of what kind of questions to be in-
cluded, should follow from those educational considerations rather
than from score difference considerations.

There have been and the earliest study I can quickly think of is
maybe 1958, people doing research with very small samples of
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items and people, thut look at particular variations of questions—
for example, setting a question in a male context and then in a
female context, and seeing what the sex differences are. There
have been some mixed findings on that, and I think part of that is
a disagreement about what ought to be considered “male” and
what ought to be considered ‘“‘female.” One of the original studies
called a question about sew:ng the ‘“female’ version, and a ques-
tion about a snail crawling up the wall the “male” version. That
makes us think it’s a little hard to interpret.

We have generally observed that females tend to score lower
than males in math and science areas and higher in humanities
and the arts, when other things are equal. Again, I'm speaking
very broadly over a lot of different kind of data.

Ms. LeRoy. What about within the math area? That's really the
focus of my question. For example, data sufficiency questions as op-
posed to spatial relationship questions, one group does better than
the other, right?

Dr. DwyER. Yes. There is a large body of psych»logical literature
that examines the question of sex differences in spatial relations.
That is probably a much better researched area than any of the
others that I've spoken of.

Ms. LERoY. And do the College Board and ETS look at those tests
to see how those questions-—you know, what percentage of the test
is made up of different types of questions?

Dr. DwYER. Oh, yes. For all the tests that we produce, we begin
with a set of test specifications that describe how many of what
kind of items go intc the test.

Ms. LERoy. And how do you come out on those kinds of—I mean,
what is the ratio? Do you have those statistics?

Dr. Dwyer. Let’s see. You know, I can picture a chart in my
mind this morning, and I'm not sure if I'm going to be able to read
it from my mental image.

I'm not going to be able to do that accurately.

Ms. LeRoy. Well, could you provide that infcrmaticn to the sub-
committee, if it's available, at a later time?

Dr. DwYER. You're thinking about the percentage of——

Ms. LERoy. The types of questions that you know that there are
sex differences on in terms of the correctness of the answer or the
number of correct answers. Women answer certain kinds of ques-
tions—have an easier time with certain kinds of questions, and
men have an easier time with other kinds of questions. How are
the tests made up in terms of how much of each of those types of
questions they include?

That’s a very unscientific description of what I'm getting at.

Dr. DwyER. | know what you're getting at. I think what I can say
is that I can tell you exactly what’s on the test, and I can show you
also the research that speake to differences between men and
women on things that are like what's on the test. But I can't form
a causal relationship for you.

Are you talking about the SATs?

Ms. LERoY. Yes.

Dr. Dwyer, in an article that you wrote in 1976, you said th.e ETS
method for deciding the content of the SAT systematicaily favors
boys and that—this is a quote—‘“probably an unconscious form of
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sexism underlies this pattern. When girls show superior perform-
ance, balancing is required; when boys show superior performance,
no adjustments are necessary.”

Have you changed your mind about that?

Dr. Dwyer. I have not changed my mind about the basic state-
ments that I made at that time, that I believe unconscious sexism
causes people to accept, without question, women’s inferior per-
formance. I believe that my comments, and those of many other
people in the same vein, have led to a number of differences in the
way that we address bias at ETS and elsewhere.

I would also like to say that, at the time that I wrote that, there
was virtually no interest in women’s mathematical scores, and that
situation has since been dramatically reversed. In the research
field, and not just at ETS, but throughout educational research,
that is a topic of intense interest these days.

Mr. Epwarbs. Counsel?

Mr. SLoBopiN. Thank you, Mr. Chairman.

Democratic counsel was interested in a study on the question of
math performance and what percentage of that is accounted for by
the preparatory aspect of it.

From the study I had quoted earlier, which is quoted in Miss
Rosser’s report—or is cited as a source in her report—the same
study, it says “Based on a more broadly representative sample,
their study suggests—" this is a Pallas and Alexander 1983 study
“—suggests the male/female gap in SAT mathematical perform-
ance shrinks considerably when differences in quantitative high
school course work is iaken into consideration. They report that
when differences in quantitative course work were controlled in
their analyses, the male/female gap in SAT mathematical perform-
ance decreased from 35 points to 14 points.”

Then further on down it says, “A recent study using data drawn
from the 1977 through 1978 National Assessment of Education
Progress in Mathematics found that 25 percent of the variance in
mathematics achievement was accounted foi by background varia-
bles, such as characteristics of the coramunity and educational
level of parents, while the number of semesters of mathematics
studied explained an additional 34 percent of the variance.”

So I would ask the panelists, putting that data together, what
gap do we have at this point? First of all, are you familiar with
those studies, and what kinc of gap do we have at this point, once
you take into account the level of preparation and other kinds of
background variables that are in that study?

Dr. Dwyer. The most significant gap to me is the fact that we
have those differences in the level of preparation and participation
in matheinatics—and I want to throw in science there, too, as a
plug. I mean, I think that’s where the really rrchizcmatie issue is,
that girls either through socialization are opting out ot that
stream, or, if they had any original interest in it, they are being
funneled away (rom it.

Since ycu arz interested in that topic, I should probably raention
that there is znother body of research that speaks to that point. I
think the most prominent . _scarcher there is Dr. Elizabeth Fen-
nema, who has studied sex wifferences in mathematics extersively,
beginning ar~und the mid-seventies. Her work looks at, among
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other things, differential treatment and reinforcement of men and
women within their math classes. Her thesis is that it is not just
the taking of the math course its=If but what happens to you once
you get in that course. That is son.ething else that should be con-
sidered.

Mr SroBopIN. Let’s break things down a bit, because when you
break down under certain groups, you can get certain disparities,
and then you look at it differently. Either the disparity grows or it
gets smaller.

Is there a disparity, by sex, in termns of the high test score per-
formance? Have you seen a difference in the Jecrease in test scores
Sbove{) 600 between male and female, looking at it at that break-

own’

Ms. Ricovr. There have been shifts, and unfortunately I cannot
recall that data right 1 >w. I would like to send that, also.

Mr. StoBobIN. How about below 300, looking at it from the same
standpoint.

I would also want to follow up on the majority counsel’s request,
that when you look at the types of questions where there’s a real
disparity between the correct response rate between women and
men, that you also look at race. Because I'm wondering, as you try
to neutralize, could it possibly be we’re playing with a Rubik’s cube
here? We may solve the problem of eliminating a question that has
a disparity in terms of sex, but it may actually increase the prob-
lem in terms of race.

Dr. DwyER. Your analogy of the Rubik’s cube is a very apt one,
from where I sit.

One of the problems that the baianciug yuestion encounters is
that the patterns do not run the same way in sex comparisons and
i race comparisons. Additionally, they do not necessarily run the
same way when you're doing various minority group comparisons.
It is sort of hard to know what to do when you have a question
that favors Blacks and disfavors Hispanics, for example.

Mr. Si1oBopiN. OK. And just on this under- and overprediction
issue, is it your opinion that if there were separate sex equations in
terms of the predictions of fii_i-year academic performance, that it
"vould not only eliminate the underprediction of females but the
overprediction for males?

Dr. DWYER. Yes. Separate sex equations, if you're predicting—
This is such a hard topic to talk about, it’s so technical. I think,
though, it would be fair, given my level of expertise on this subject,
for me to say that when you have separate sex equations, you vir-
tually eliminate any question of under- or overprediction on the av-
erage I mean, you have set up a target here and you're sending an
arrow straight for it, rather than trying to make a compromise be-
tween the two targets that are far apart.

Mr. SLoBobIN. Just one lact question. On the underprediction, I
am looking here at this table. They break it down by majors. It
happens that this table looked at—t}.av conclude, first of all, look-
ing at it as a whole, the difference ratics observed in this study
must be considered very small. But in the discinline studies, where
there were differences, the highest underprediction was 28 percent
of a GPA standard deviation in an engineering progran: made up 5
to 1 of men.
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Do you have a feel that in courses a lot of these things are
skewed as a result of this kind of thing? For example, I would be
interested to see what would happen if you took that engineering
out or some of the extremes and looked at courses where there * as
equal participation rates. There may be something here a* .rk.

Have you seen that there’s a different interest level, a difference
based on sex, an interest in things like computers?

Dr. DwyEr. Oh, absolutely. You know, women and men do take
different cources and have different majors.

I think it was interesting, that it was mentioned earlier about
LSAT and its prediction of law school grades. I mean, that’s one of
the few instances where you have essentially a situation where
men and women take all the same courses in the first year and un-
derprediction is not a problem in that situation as it is at colleges.
There you are predicting to everyone’s grades together and the
men and women have t>ken systematically different courses.

Mr. SroBopiN. Thank you.

Ms. LERoy. I would like to ask both of you just one question on
test use.

Both of your organizations have guidelines and policies for the
proper use of these—well, let’s just talk about the SAT. In fact, one
of the things you submitted for the record is the ETS Standards for
Quality and Fairness. On page 24 it says “ETS will set forth clearly
to all score recipients principles of proper use of tests,” et cetera, et
cetera; “ETS will establish procedures by which fair and appropr:-
ate test use can be promoted and misuse can be liscouraged or
eliminated.” Later on it talks about investigating complaints or al-
legations of improper use, to consult with the sponsor to determine
whether to continue services, et cetera.

I guess my guestion is what actually happens in terms of imple-
menting these guidelines. For example, I think every witness
here—whatever they feel about these tests—has said they should
never be used as the sole criterion for any decision making pur-
pose. I take it you agree with that?

Dr. DwYER. Yes.

Ms. RicoL. Yes.

Ms. LeRov. Well, the Empire State scholarships obviously fo-
cused only on SAT scores. There are certain programs run by
Johns Hopkins for which I think junior high school children are se-
lected based on their performance on the SAT math score. From
what you have said, I would assume that you think those may be
improper uses of those tests.

Why do you provide those tests to those people for those purposes
if they are improper?

b Mfs RicoL. There are several answers to that, and i'll try to be
rief,

One is that, indeed, the College Board does not support the use of
scores alone, unless there is just ne other way to do what it is you
want to do. We certainly do tell all of our users about the guide-
lines. When we are aware that a use is being made of the scores
that is not appropriate, regional staff—and the Coliege Board does
have staff throughout the country to work with institutions—they
generaily do talk to the organization, or whatever it is, to try to
suggest appropriate uses.
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There are a number of things that are used in the gifted and tal-
ented programs. There is documentation that shows, for their ini-
tial selection purposes, when they want to do a national search and
try to find as many calented people from all over the country, that
the use of the SAT does work very well. There are other criteria
that are taken into consideration in the selection of th students
who participate in those programs.

I think that part of your question was why do we continue to
provide the tests. Welil, the tests are provided to students and the
students choose to send their scores where they wish to. And while
we have debated whether or not we should tell students “yes, you
may take the SAT, but we will not send your scores where you
wfould like to have them sen.” would not be a proper interpretation
0 — —

Ms. LERoy. That’s sort of a “Catch 22”, though, isn’t it? You
can’t get a scholarship in New York unless you take the test, so the
student says “I'm not going to take the test because I know this is
an improper use of the test”, but it’s the only way he’s going to get
the scholarship.

Ms. RigoL. In the case of New York, I think there's an even more
important thing, and that is one related to social values and wheth-
er the intent of the scholarship program is to recognize scholastic
ability or whatever factor, regardless of the composition of the pop-
ulation competing for those awards, or whether the awards should
be intentionally subdivided between various subpopulations.

It is not at all unusual—and this is the case in some States and
scholarship programs—for the scholarship to be actually set up
where a certain number of scholarships must come from certain
congressional districts, or you could even say we have to have an
equal number of men and women, or you could say we want to
have the scholarships come from a certain proportion of various
ethnic or monority groups.

No single test is going to do all of that. You have to determine
what it is you want to accomplish and then set the guidelines ac-
cordingly.

Ms. LeRoy. Have you ever not provided the test to someone
based on failure to follow your guidelines?

Ms. RicoL. ETS has, yes. I caa’t think of a single case right now
for the SAT, but ETS has.

Dr. DwyEk. Yes. There is something that I think is important to
know about that. We have refused to provide services where we
feel that the client using those services is engaged in a misuse of
the services, and where frankly the client has just proved intracta-
ble in moving towards a better use.

Fortunately—and I say fortunately on purpose—those situations
are few in number. There are many questionable testing activities
that ETS simply does not engage in from the beginning. But in sit-
uations where we are already engaged in a testing activity and a
misuse comes te light, we try very, very hard to correct that
misusg, rather than to write off the clients. But when that becomes
necessary, we do it.

I think our president has been very forthright in his commit-
ment to continue maintaining standards that way. It was he who
has instituted the imglementation of qur standards, which are peri-
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odically revised. Qur programs are periodically audited against
those standards. We invite visiting panels of distinguished educa-
tors to come and critique ETS on its adherence to those standards.

Ms. LERoy. Thank you.

Mr. Epwarps. Thank you both very much.

Dr. Dwygr. Thank you, sir.

Mr. Epwagrps. The last panel today will consist of Mr Michael
Behnke, Director of Admissions, Massachusetts Institute of Tech-
nology., and Dr. Denise Carty-Bennia, Professor of Law at North-
eastern University, and Executive Chair of Fair Test at Boston.

Mr. Behnke, you are first. We welcome you both. Your full state-
ments, of course, will be made a part of the record. You may pro-
ceed. We apologize for keeping you waiting so long.

Do you solemnly swear or affirm that the testimony you are
about (o give is the truth, the whole truth, and nothing but the
truth?

M:. BEunkE. I do.

Dr. Carty-BENNiA. Yes.

STATEMENTS OF MICHAEL C. BEHNKE, DIRECTOR OF ADMIS-
SIONS, MASSACHUSETTS INSTITUTE OF TECHNOLOGY; AND
DENISE CARTY-BENNIA, PROFESSOR OF LAW, NORTHEASTERN
UNIVERSITY, AND EXECUTIVE CHAIR, FAIR TEST, BOSTON, MA

Mr. BeHNKE. Thank you, Mr. Chairman.

I have been asked to discuss how standardized tests are used in
the admissions process at colleges with competitive admissions and
to describe research we are doing at the Massachusetts Institute of
Technology on gender and testing.

My own experience has been that standardized tests are used in
a responsible manner in the process for which they were de-
signed—that is, college admissions. A central question is whether
students are denied admission to the college of their choice because
of test scores. The fact is that niost students are admitted to their
first choice college. According to the Higher Education Research
Institute, 71 percent of freshmen are enrolled in their first choice
lcollege, 93 percent are enrolled in their first or second choice col-
ege.

There are relatively few colleges and universities which deny ad-
mission to maay of their applicants. I have worked in admissions
at three collepes—Amherst College, Tufts University, and MIT—
which accept fewer than one-third of their applicants. In these
cases, it is certainly true that muny students are denied the oppor-
turity of enrolling in their first choice college. The admission deci-
sion at these institutions, however, is based on many factors and
rarely, if ever, is dependent solely on test scores.

Mr. EpwaRDs. If you don’t mind my interrupting, while you'te on
that point, you said that 71 percent of applicants get their first
choice, and yet at MIT and places like that, only a third of them
do, 33 percent; is that correct?

When you say 71 percent, you're referring to the entire pool of
applicants?
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Mr BEHNKE. I'm referring to the entire pool of applicants in the
United States. At MIT this year we have admitted about 25 percent
of our applicants.

Mr. Epwarps. That would apply to Stanford, Harvard and Yale?

Mr. BEHNKE. It would be, if anything, a lower percentage.

I have submitted with my written testimony a profile which de-
scribes our selection procedure. The process is a complex one and is
highly subjective. No one has come close to perfecting the art of
human assessment. We can’t measure motivation, curiosity, deter-
mination, or other similar qualities, but evidence of these qualities
can carry great weight. Academic achievement is crucial, but we
are faced with trying to understand the meaning of grades and
courses from thousands of secondary schools, many of which in
recent years have abandoned class rank, which makes it very diffi-
cult for us to judge the quality of grades within a particular school.

Extracurricular accomplishments are important, but we must
decide whether a leadership position listed sn the application
means that someone won a popularity contest with little follow
through or really served as a positive force for change.

We also find that advantaged students seem to be able to present
themselves much more effectively than students without access to
good counseling or parents who have gone to college. There is a lot
of room for bias in the presentation of extracurricular accomplish-
ments.

This complicated process of judging evidence operates under
pressures from many quarters, including alumni, coaches, politi-
cians and donors. In the midst of all this, tests provide a useful
standardized measure. They are accepted by professionals as one
more very imperfect measure of potential and are used in combina-
tion with all other pieces of evidence. The result of this is a very
wide distribution of scores.

I have to apologize, as I have an incorrect figure in the written
testimony. At MIT last year, the number of applicants who scored
above 750 on the SAT math was actually 2,224, not 1,913, as indi-
cated in my written testimony.

Since we admitted only 1,750 applicants, w: could have restricted
ourselves entirely to this group. Instead, we admitted 10 percent of
them We then ad.nitted 28 percent of those who scored between
700 and 740; 22 percent of those between 650 and 690, 19 percent of
those between 600 and 640; 10 percent of those between 550 and
590; T percent of those between 500 and 540; and 3 percent of those
who scored below 500.

By saying that tests are used responsibly in the admissions proc-
ess, I don’t mean to imply that there is a settled, widely agreed
upon way in which tests are used. I mean two things. First, I mean
that admissions officers rarely depend on test scores alone to deny
someone admission, and second, I mean that admission profession-
als periodically reexamine their use of test scores, as they do the
other criteria they use. This reexamination has, in fact, led some
schools to no longer require test scores or to modify their require-
ments.

Admissions professionals are troubled by test abuse. Testing is a
topic of debate at almost every meeting of admissions professionals.
All of us, I think, are trying to find out more about them so that
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we can use them responsibly. I sent two of my staff members to
attend the recent meeting of Fair Test. We are troubled by scholar-
ship agencies which use score cutoffs, we are troubled by the use of
score cutoffs for athletic eligibility. We are troubled by the use of
college entrance exams in identifying gifted students in middle or
even elementary schools. When most of the students labelled
“gifted” are white males, what message does this send to young
women and minorities? We worry about people defining their
worth and potential in terms of test scores. This is especially trou-
bling because of race and gender differences in scores. We worry
about the growing industry of test coaching schools feeding off peo-
ple’s anxieties. We ultimately worry that we may lose a useful
piece of evidence in deciding college admissions because test abuse
may lead to abandoning or weakening these tests. We hope that
public scrutiny and pressure and the efforts of testing agencies
themselves will lead to fewer abuses and more public understand-
ing.

In the meantime, there are some things that we can do in admis-
sions. The first is to communicate to the public how tests are used.
The profile I have submitted is an attempt to show students and
counselors the range of test scores so they do not focus on averages.
I should mention, though, that even the use of that profile is prob-
lematical. Tt’s been used at MIT for a number of years and it was
first issued in response to concerns about providing information to
consumers. But my student/faculty committee on admissions feels
that it overemphasizes the use of test scores, as they understand
how they’re being used in the process of which they are a part.
And while paople want the information, my faculty committee feels
we may even be providing too much information and misleading
people in the way that I think Mrs. Schroeder pointed out.

The second thing we can do is research. We have been doing re-
search at MIT to examine the relationship between college grades
and an academic prediction formula combining high school grades
in math and science, rank in class, if available, and SATs and
achievement test scores. The formula has a scale which extends
from 1 to 99. We looked at the relationship between that index and
grades for a recent entering class, most of whom had graduated.
MIT has a graduation rate within five years of approximately 85
percent. The mean academic index on this scale of 1 to 99 for men
who entered was 68, and for women it was 60. We looked at what
made up the difference and the lower average for women reflected
lower test scores. Specifically, there were statistically significant
differences in the math SAT, the math achievement test and the
science achievement test.

The correlation of that index with grade point average in the
senior year was 0.47 for both men and women. I think the point
has been made earlier here today that, in fact, the test does predict
grades as well for women as it does for men. We have found that to
be true. This means that the index is a reasonable predictor of 8-
term cumulative average for both men and women, that is, low
scoring men and low scoring women tend to receive lower grades at
MIT. But the index underpredicts the final grade point average for
women at all levels.
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Secause of the lower index, we weculd expect women to have a
iower GPA. In fact, at the end of eight terms, there was no signifi-
cant difference in grade point average. It is also usetul to ncte that
women have a higher retention rate at MIT, so this is not due to
women dropping out at a higher rate.

Various thcuries have been advanced to explain the fact that
standardized tests underpredict the academic performance of
women. One is that the result may be due to differences in the se-
lection of courses by women and men. We looked at each individual
mnajor at MIT and found the same thing going on within depart-
ments, so we found no evidence of course selection affecting this at
MIT.

We believe the possibility needs to be explored that the tests do
not really get at what female ability means. In the words of our
Associate Director of Research, Dr. Elizabeth Johnson, “What we
are really suggesting is the notion of multiple models of developed
ability, perhaps even intelligence, which are culturally related and
which, if accurately drawn, would predict equivalent success on
real world outcome measures.”

In conclusion, I think it is important to note that we were able to
do this research at MIT because for many years MIT has admitted
women with somewhat lower test scores. This happened because
the admissions committee did, in fact, look at many factors, includ-
ing grades and extracurricular activities and whatever kinds of
personal qualities we co.ld identify, and based on the entire pic-
ture, we felt that the women being admitted were every bit as
strong as the men, in spite of somewhat lower test scores, and in
fact thet has turned out to be true. So the research has not siii-
prised us.

Thank you, Mr. Chairman.

[The statement oi" Michael C. Behnke, with attachment, follows:]
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Testimony Presented to the Subcommittee on
Civil arnd Constitutional Rights. Aptal 23, 1367

Hichael C. Behnke

Director of Admissions
MIT

I have been asked to discuss hov standardized tests are used in the
admissions process at colleges vith competitive admissions and to describe
research ve are doing at MIT on gender and testing.

Hy experience has been (hat standardized tests are used in a
responsible manner in the process for vhich they vere designed, i.e.
college admissions. A central question is vhether students are denied
admission to the college of their choice because of test scores. The fact
is that most students are admitted to their first choice college.

According to the Higher Education Research Institute, 7'X of freshmen are
enrolled in their lst choice college; 93% are enrolled in their 1lst or 2nd
choice,

There are relatively fev colleges vhich deny admission to many of
their applicants. I have vorked in admissions at thrce colleges - Amherst,
Tufts and HIT - vhich accept fever than one-third of thei~ applicants. In
thes2 cases, many students are denied the opportunity of enrolling in theix
first choice college. The admission decision is based on many factors and
rarely is dependent solely on test scores. I have submitted vith my
vritten testimony a profile vh:ch describes our selection procedure. The
process is a complex one and is highly subjective. No one has come close

to perfecting the art of human assessment. Ve can’t measure motivation,
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cur10sity, determination or other similar qualities, but evidence of these
qualities can carry great veight. Academic achievement is crucial, but we
are taced vith trying to understand the meaning of grades and courses from
thousands of secondary schools. Extracurricular accomplishments are
important, but ve must decide vhether a leadership position listed on the
application means that someone .on a popularity contest vith lattle follow
through or really served as a positive force for change.

This complicated process of judging evidence operates under pressures
from many quarters including aluani, coaches, politicians and donors. In
the midst of all this, tests provide a useful standardized measure. They
are accepted by professionals as one more very imnerfect measure of
potential and are used in combination with all the other pieces of
evidence. The result of this is a vide distribution of scores. At MIT

<, 32¢
last year, ve had 943~ applicants vho scored over 750 on the SAT - Math.
Since ve admitted only 1750 applicants, ve could have restricted ourselves
to this group. Instead ve admitted 40X of them. Ve then admitted 28% of
those vho scored betveen 700 and 740, 22X% of those betveen 650 and 690, 19%
of those betveen 600 and 640, 10X of those betveen 550 and 590, 7X of those
betveen 500 and 540 and 3X of those below 500.

By saying that tests are used responsibly in the admissions process, I
don’t mean to imply that there is a settled, videly agreed upon vay in
vhich tests are used. I mean tvo things. First, I mean that admissions
officers rarely depend on test scores alone to deny someone admission.
Second, I mean that admission professionals periodically reexamine their
use of test scores, as they do other criteria. This reexamination has led
some schools to no longer require test scores or to modify their

requirements.
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Admission professiorals are troubled by test abuse. Testing is a
topic of concerned debate at almost every meeting of admission
professionals. [I sent tvo of my staff members to attend the recent
meeting of Fair Test.] Ve are troubled by scholarship agencies vhich use
score cut-offs. We are froubled by the use of score cut-offs for athletic
eligibility. Ve are troubled by the use of college entrance exams in
fdentifying "gifted" students in middle or even elementary school. When
most of the students latelled "gifted" are vhite males, vhat message does
this send to young vomen and minorities? Ve vorry about people defining
their vorth and potential in terms of test scores. This is especially
troubling because of race and gender dif{erences in scores. We vorry about
the groving industry of test coaching schools feeding off people’s
anxieties. We vorry that ve may lose a useful piece of evidence in
deciding college admissions because test ?buse may lead to abandoning or
veakening tests, We hope that public scrutiny and pressuie and the efforts
of testing agencies themselves vill lead to fever abuses and more public
understanding.

In the meantime, there are tvo things vhich college admission
professionals can do. The first is to communicate to the public hov tests
are used. Our profile is an attempt to shov students and counsellors the
range of test scores so they do not focus on averages. The second is to do
research.

Ve have been doing research to examine the rclationship betveen
college grades and an acidemic prediction formula combining kigh .chool
grades in math and scient , rank in class if available, and SAT’s and
Achievement Test scores. The formula has a scale vhich extends from 1 to

99, Je looked at the relationship betveen the index and grades for a
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recent enteiing class, most of whom had graduated (MIT has a graduation
rate vithin 5 years of approximately 85X). The mean academic index for men
who entered vas 68; for the women it vas 60. The lover average for women
reflects lover test scores. Specifically, it reflects statistically
significant differences in Math SAT, the Math Achrevement Test and the
Science Ach:evement Test.

The correlation of the index with grade point average (GPA) in the
senior year vas .47 for both the men and the vomen. This means that the
index is a reasonable predictor of 8-term cumula..ve average for both men
and vomen, 1.e. low scoring men and low scoring women tend to receive lover
grades. But the index underpredicts the final GPA for the vomen at all
levels.

Because of the lowver index, wve would expect wvomen to have a lower GPA.
In fact, at the end of 8 terms, there vas no sigrificant difference in GPA.
It 1s also useful to note that women had a higher retention rate.

Varicus theories have been advanced to explain the fact that
standardized tests underpredict the academic performance of women. One is
that the result may be due to differences in the selection of courses by
vomen and men. Ve found no evidence of that at MIT. Ve beljeve the
possibility needs to be explored that the tests do not really get at wvhat
female ability means. In the words of our Associate Director for Research,
Dr. Elizabeth Johnson, "What we are really suggesting is the notion ot
multiple models of developed ability, perhaps even intelligence, which are
culturally related and vhich if accurately drawn, would predict equivalent

success on real vorld outcome measures.”
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Summaty of Testimony Presented to the Subcommittee on
Civil and Constitutional Rights, April 23, 1987

Michael C. Behnke
Director of Admissions
MIT

I have been asked to discuss hov stardardized tests are used 1n the
admissions process at colleges vith competitive admissions and to describe
research ve are doing at MIT on gender and testing.

ny capiriconre has been that standardized tests are used in a
responsible manner in the process for which they vere designea, i.e.
college admissions. An admission decisior is based on many factors and
rarely 1s dependent solely on test scores. The process is a complex one
and is highly subjective. The result of this 1s a wide distribution of
test scores in any entering class.

Admission professionals are troubled by test abuse. Admission tests
are being used for many purposes other than college admission. We hope
that public scrutiny and pressure and the efforts of testing agencies
themselves will lead to fever abuses and mcre public understanding.

In the meantime, there are tvo things vhich college admission
professionals can do. The first is to communicate to the public hov tests
are used. The second is to do research.

We have been doing research to examine the relationship between
college grades and an academic prediction formula combining high school
grades in math and science, rank in class if available, and $AT’s and
Achievement Test scores. We found that vomen had significantly lover
scores on the Hath SAT, and the Math and Science Achievement tests. The
index vas a reasonable predictor of 8-term cumulative grade point average
(GPA) for both men and vomen. But the index underpredicted the GPA for
vomen at all levels. VWhereas ve would have expected a lower GPA foi vomen,

there vas no significant difference betveen vomen and men.
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Micnael Rehnke came to MIT as Dircctor ot Admissions in Mav of 1985,
Fou nine vears previous to that he was Dean of Admissions at Tufts Uajver-
S1ty At Amherst College between 1971 und 1976, he served as Associate
Dean of Admissions, Dean of Fireshmen and a lecturer in American Studies.
Mr. Behnke has taught in both public and private secondary schools, 1n the
Upward Bound Program for low income students, and 1n the Peace Corps 1n
Sierra leone, West Africa. He was also the Education Director for a
community action agency in Springfield, Massachugetts.

Hr. Behnke received his undergraduate degree 1n American Studies
from Amherst College and a Master of Arts degree 1n the same field from
Penn. He presently serves as Chairman of the New England Regional Council
of the (ollege Board, Vice-Chairman of the National Advisory Committee on
International Fducation, and as a memhar of the scholarship selection
commyt 22 5f (he national Merit Corporation and United Technologies
Corporation.
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Massachusetts Institute of Technology

Otflce of Admisslons  Room 3-108 o Cambridge, MA 02139
® Phone (617) 253-4791 « Telex 92-1473

MESSAGE FROM THE DIRECTOR

A Different and Exciting Class

We made some special efforts this year totell prospective
applicants about the broad choices available at MIT both
in the curnculum and In student life In response
applications increased by 8 percent including a 15 percent
Increase in women This larger pool allowed us to admit a
more diverse group of students with the same academic
talent necessary 1o succeed at MIT This year’s class 1s 38
percent women and 30 percent minonty students (189
Asian Americans, 618lack Americans 23 Mexican Amers-
cans 17 Puerto Ricans and 4 Native Amencans) We also
had a decrease 1n the number of students irterested 1n
Electrical Engineering {our argest major} and an increase
in interest in such fields as economics management

and hi t

A New Selection Procedure
During the year we d the p
used at MIT for many years While the procedure has
served MIT well, we decided it was time for a change We
will continue to have apphcations evaluated by two
people. with a third reader called in 10 resoive any
sigmficant differences Readers will continue to be drawn
from the staff, faculty and admnistration But the ralings
they give will be changed Instead of one academic rating
based primanly on grades and test scores 10 math and
science. appitcants will recewve two academic ratings One
will be similar tothe old rating inthat it willbe 3 numenical
summary of grades and test scores More attention,
however. will be given to a students whole record rather
than pnmarnly the math and science record. and more
attention will be given 1o the quality of courses taken A
second academc rating will be comptetely subjective It
will be a reader s impression of an apphicant’s personal
characteristics pertinentto academic promise We hopeto
recogrize students who bring aspecial level of excitement
10 the ciassroom of an unusual brilliance to their own
studies or research

e

There will 2130 be two personai ratings One will measure a
students ac nalaccomplishments and skills This may be
talent in music or athletics expertise in a hobby teader

ship or entreproneurship 1t can also simply recogrize
that a student has been himited in this regard by the
necessity 10 v 51k IOng hours for pay The second rating
wiil be a subjective reaction 1o the apphieant s indiwidizal
styie and sense of purpose

We hope that this somewhat more complex procedure will
allow the Admissions Committee to make decisicns based
on more dimensions of the apphcants We think the effect
might be 10 place somewhal more weight on grades and
quality ol program as opposed to standarized testing and

somewhat less weitght on small differences in objective
measures in favor of trying to recognize ceal tove of
learning and other special personal qualities

Special Initiative for Underrepresented
Minority Students

Althougn the number ol biack. Mexican American, Puerto
Rican and Native Amencan students entering MIT 1s high
compared to most schools, 1t has not increased 10 many
years We are concerned by the apparent drop in the
number of minonity students goi 1g onto college and by
the increasing anxiety over high cost and over loans

Wishing to make known our commitment {0 Increasing the
number of underrepresented minority students at MIT, we
have developed a new service and combined it with
several existing ones In something we cail the Pathway to
the Future Program The centerpiece I our New service.
The Practical Expenence Program Werecognize thatone
of the greatest benefits MIT students enjoy 1s access to
summer jobs which provide a high enough salary to
significantly reduce loan burdens A new person in our
Othce of Career Services wiil seek out summer jobs for our
underrepresented minonty students and counsel the
studentsin how to quahfy for those jobs The opportunities

photo Garf:nkel The Tech

will be in a wide variety ol fields such as bus:ness
planning engineenng and banking

For minonty students especially nterested in engineenng
we willcontinue our Second Summer Program This gives
MIT underrepresented minonty students an opportunity
{0 spend three ummer months at Ihe end of therr first
year woriny, i the design ot research department of o
majol curporation A substantal number of the partici-
pants are able to reyutiate |0bs at the same company in
succeeding summers

N
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MIT invites all underrepreserted mironty students to
Project Interphase which takes place dunng the summer
before freshman year Students choose between a seven
week sess.on which inctudes freshman courses and a twn
weeh 5ess10n with semir ars about freshman courses and a
focus on resources outside the classroom MIT provides
room and board 28 well 3« all nocesssry texis and
matenals for ctasses

M(T als¢ provices special financial support o under-
represenited minoiity who rieed § ad
There 1s some evidence that many minonty femidies have
to pay more for basic necesstties Consaquently, MIT
reduces the usual Parental Contnbution forlower-income
minonty tamilies Further, f minonty students find their

program 1y ieng: beyond the
usual four years 10 a bachelor’s degree. MIT will provide

rudent

financial aid, up to need, fora ninth or tenth term of study
Best Wishes,

Michael C Behnko
Director of Admissions
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GENERAL STATISTICS ONTHE CLASS

Applications for Admission  US International
Prelimunary Apphcatn s 131y 1218
Final Applicatos s 5513 00
Offers of Admissior 1657 103
f xpected to Reqister 78 (3]

Applicants for Early Action

The Earty Action Program existsonly [0f Cilizens and pe o+ 4
neat residents of the 1 S

Early actionconsideration s 3vadablie 10 apphicantswho have
completed the MIT apphcat onprocess by November 1 test
scores fromibe November testing date willbe accepted Early
Action apphcations witl b reviewed by the eng uf December
Some ofters of admisson will be made other applicatons
witbe held withoutprcinaice for consideration 1t the regular
time Applicants admitted in December peed nOt reply until
the Cand.dates Reply Date in early May

Total

Numbet Weo Anplied 1056
Number Agmitted Early 428
Number Detor ed ard Admitted Later 76
Schootls Represented Number of Numbes ot
in the Entesing Class Schools Stugents
US Public Schonv's 603 742
US independert o1

Church Retated 159 185
IPternati~ra 63 0

RANK IN CLASS

Although in pach case the secondary school record is a
sqnificant predictor of college performance school standards
and markirg systems vary so widely thataverage grades in
5choo! cannot be sitisfactonly generalzed here the rank

in class gata are less AMfected by marking systems but they
Junut recogmze difterences inschool standards Therefore
buth rank in ¢lass and the petcentage of the class that goes
untuoheye are considered Each schoolisurgedloexplam
huw Llass rank is determuined and how grages are affected
by acCelerated ennched orf non-grade programs

Class sank for all appucants for whom rank was submitted

Rank 1n High Number ot Percent  Number
Schoot Class Apphcants Admitted in Class
Top tenth of (1a1ss 4123 34% 803
204 tenth of Cass 38 7% 25
3rd tenth of Class 197 3% 5
ath tenth of (1408 a5 2% 2
Sthtenth of chass 13 3% 1
Lower half of Clacs a2 i 0
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GEOGRAPHIC DISTRIBUTION

TEsclinarep esents W forear o 1 esand 480 ales N

G 3PP g 10aT A0 imbos sor oset s hur ot st dpnt
foamoaaithr e s
Percent of

Novhero! Percent  Mumber Fntering
Region Apphcants Admeted Enroled  Class
New Eroqar ot K 11 W,
Mot A ach, tadn i o7 28
S L n At ™ > “- IR
North Contry QIR A 168 18y
Soutt Cent o a4 8 G
Vot EyX] L9 13 4
Guarm
Puert R0 &
Virger 1S ar ds n “ i
Canada [ h2 t 12
irtees 3t gl
e i
Cananal FR 14on ot o
ot ot B 9a” Moo

CREDIT AT ENTRANCE FOR
CLASSENTERING SEPTEMBER 1985*
Studes oeyoundibe tevel Cf the tradiitunal secondary schol

Turntolun Arerecoqnzed fur cracit Ang whe'e dpprupiae
placen ent to enterag irst ye ar students

Students Students

Category Seeking Credit Recewing Credu
Creait by G tene Boarn

AP Tests 657 562
Cred t oy MIT Aavarceo

Starding Exam 1§ 46
Credit by College

Transcnpt 1" 101

Creait trom A Lewe!
Exams and the
Interrational
Baccalaureate 18 17

R R (Lt Y

S T
P ity

T

LAV




COLLEGE BOARD TEST SCORES*

This summarv of College Board scores indicates 1) the
number of apphcants in each interval who completed ali
application procedures for agmission to MIT 1n 1986 2) the
percent who were actually otfered adniss:ion and 3) the
number expected to register 1in the class of 1986 The
figures un this page include Jlf applicaticns US Canadian
and internaliondl on which action was taken althoLgh they
may ormitatew applicants not coming directly from secondary
sthools Qur expenence Over many years reathrms that
standardized tests are important 1) in comparnng the
achievemen’ of students from vanous school systems and
2} in predicting which of our apphicants are most likely to
expeénence acasemic suuess at MIT As can be seen fro 1

'he figures no culutf scores of any sort are sed For
exampie «ithough less thar haif of the students with
mathematics Jptitude scores of over 700 were cff red
admission 1 totdi vt 368students with lower matnematics onT
scores were admitted There are f course some practical
mits below which there would be senous doub.» about a
student s amity 1o be successtuiin the treshman year at MIT
By examiming the tabie below 1tis possible 10 get a rough
estimale of tne probability of admission to MIT for a studert
with given scores Overall we regard the tests as powerful
nstruments in our search for talent However each case s
decided on its indwidual ments a score of 800 does not
ensure admissiu no1 does a scure below 600 ensure rejection

SCHOLASTIC APTITUDE TEST ACHIEVEMENT TESTS
Verbal Math Math Level | Math Levet Il
Range of * of o *in % of L3 ®in *of % *n » ot % *in Range of
Scores Apphcants Admitted Ciass Applicants Admutted Ciass  Appliants Admtted Class  Anpicants  Acmitted Class  Scores
750-800 154 61 29 1913 40 400 465 43 1m 21 3% 463 750-800
700-740 669 46 142 2187 28 364 kAl k2l %7 1000 2 169 T00-740
650690 1227 7 238 1081 2 155 3 23 0 &3 2% 89 650630
600-640 1388 32 264 533 19 55 516 21 3 2n 19 28 600640
550-590 1058 P 158 201 10 i 247 13 18 15 15 11 550-530
500 540 708 17 @2 a7 7 7 133 12 \rs 20 0 1 500-540
Bedow 500 874 W0 5 66 3 * 86 1 o 13 o 0 Below 500
ACHIEVEMENT TESTS
Enghsh Composition
of History Chemstry Biology Physics
Range of * ot % an * of % n *of % *in ®of S *in Range ot
Scores Applicants Admited Class Appheats Admutted Ulass  Appliarss Admitted Uhiss  Appinants  Admitted Class  Scores
~50-800 195 63 42 512 48 12 aa 61 Rl 596 35 107 750800
700 740 746 % 180 817 39 136 27 49 “Q S22 3R 99 700-740
~50-69G 120 39 257 611 32 15 RINS 45 83 420 28 98 650690
600640 1173 30 206 58 n 107 23 8 9 ‘30 19 5 600540
$50-590 985 22 141 30 23 56 158 25 8 2 21 43 £50-590
S00-540 926 17 % 253 16 ad 8t 16 " 230 20 3t 500-540
P Yow 500 1185 9 75 224 n 14 @0 9 7 153 9 7 Below X0

“THre £ evmmant Tostc are coqu i o0 A0 8 TR T WIT The 1S apgmcact miar Pame from eact Eihe W ge | e
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PARTICIPATION IN ACTIVITIES

Members of this Llass gained admission at least n part un the strength of DartiuPatinn i actiabes suth as the tollowing

Number
Actmty n Class
Elected SChoo! or class officer 187
varsity sport participart 386
Participant in school publications 469
Officer 1n schoot ciub or organization 397
Officer in cvic community or rengious group 340
Participant in schoot or community music group 3N
Participant in drama debate or dance 204
Part ime work during school 542
Eull or Part-time work dunng the summer 513

In addition to the above students participated in many other unque activities

photo Campbell photo Galvin
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POLICY OF NONDISCRIMINATION
MIT admits students of anv race color sex religion or
national or ethniC onginto atl ngh+s priviteges programs and
activivies generally accorded or made available 1o students
atthe Institute It does rot discnminate against ndsv duals
on the basis of race color sex sexua! orentation religion
handicap age or national or ethnic ongin in administration
of s educational policies admissions pol'cies scholarstup
ardloan programs andother school administered programs
butit may favor US citizens or residents in admissions and
financial aid The Institute has Created ard Implemented ang
will continue lo implement an affirmative action plan
expressing 1's ccmmitment to the pnnciple of cquat
oppo-tunity in education

o

@
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Mr. Epwarps. Thank you, Mr. Behnke.

We are now going to hear from Dr. Denise Carty-Bennia, who is
Professor of Law at Northeastern University, and Executive Chair
of Fair Test in Boston.

STATSMENT OF DENISE CARTY-BENNIA

Dr. Carry-BENNIA. Thank you.

Meaningful access to higher education for racial and ethnic mi-
norities in the country has become stym’ed aimost as soon as it has
begun at predominantly white colleges and universities.

This aspect of the American dream realistically can no longer be
viewed as simply deferred. In an increasing number of instances, it
is being denied. Today, blacks have a smaller presence on Ameri-
can campuses than they did six years ago, both in absolute num-
bers and as a percentage of all undergraduates. The enrollment of
Hispanic students also lags far behind tlieir overall representation
in the population.

This situation is most notable in both public and private four-
year colleges and universities, as well as graduate schools. In fact,
most minorities in higher education are concentrated dispropor-
tionately in two-year community colleges, with little or no real pos-
sibility that they will transfer to a 4-year institution.

Standardized tests exacerbate this problem. While a numbe. of
complex educational, political and social factors contribute to the
limited access of minorities to four-year colleges and universities as
well as graduate schools, standardized tests continue to be a major
factor because of their central and, in fact, growing role in admis-
sions decisions Many colleges and universities throughout the
country are now placing greater reliance on standardized test
scores in an effort to so-called “upgrade” their academic standards.

In tact, another recent study of undergraduate admissions by the
American Association of Collegiate Registrars and Admissions Offi-
cers, and the College Board, found that 89 percent of the public and
42 percent of the private {-year postsecondary ipstitutions set mini-
mum SAT scores for admission, and that approximately one-third
of all 4-year institutions sec minimum ACT scores for admission.

These practices chould be of great concern to all of us. Automati-
cally rejecting an applicant because he or she did not obtain a min-
imum score is among the most blatant misuses of standardized ad-
mission ¢.ams. I will return to that later on.

Test scores systematically hamper the opportunity of minorities
to gain admission to American colleges and universities. Racial and
ethnic minorities perform poorly on standardized college and ad-
missions tests Uve-emphasis on these tests significantly reduces
the opportunity of minorities to gain access. I have here a table
that I will share with you in my actual report, but it indicates that
this is, in fact, supported. Even when family income is considered
along with race, it is clear that racial and ethnic minorities do not
perform as well as whites at the same economic level on these
standardized exams.

Standardized tests are often biased against racial and ethnic mi-
norities The 1979 New York tru-h-in-testing law forced test pub-
lishers to make public all copies of the university adn.issions tests.
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Their tests recently examined 15 scholastic aptitude tests. Many of
the questions in these tests required students to be familiar with
the activities and the vocabulary of upper middle-class suburban
America. Things such as golfing, tennis, pirouettes, property taxes,
kettledrums, minuets, melodeons, timpanists, polo and horseback
riding were all mentioned on these tests. Students nct familiar
with these cuiturally specific activities could not have obtained the
high SAT scores needed to enter America's selective colleges and
universities. Nor could they have received Tnancial aid awards
from both private as well as governmental agencies.

One example of an SAT question—and I have included several in
my report for you—is “melodeon is to organist what reveille is to
bugler, solo to accompanist, crescendo to pianist, anthem to choir-
master, and kettledrum to timpanist.”” I would not have know the
answer to this question. It is, in fact, that melodeon is to organist
what kettledrum is to timpanist.

Testing for the Public, a nonprofit organization which trains mi-
nority students to take standardized tests, recently examined the
law school admissions test, the LSAT, using information also made
public through New Yorks truth-in-test.ng law. Their research
identified many items which contained degrogatory references to
prominent minority figures such as W.E.B. Du Bois, Cesar Chavez,
and Harriet Tubman.

They also found numerous items which are extremely offensive
to minority test takers. For example, the following recently admin-
istered LSAT items were supposed to measure a student’s knowl-
edge of grammar:

“Afrikaans is the language of the ruling party in South Africa, of
the Afrikaners, whose votes maintain the status quo.”” No error.

“The Supreme Court ruled that it is not inherently unconstitu-
tional for a white suburb to refuse to change zoning rules which
practical effect was to block construction of racially-integrated
housing.”

Students usually have less than a minute to answer each item on
most college and professicnal school multiple-choice exams. David
White, Executive Director of Testing for the Public, points out that
such questions often ¢ :se minority students to get angry or to
waste time thinking about the contents of such questions.

A 1980 study by Joseph Gannon for the National Conference of
Black Lawyers provides further evidence of bias in the LSAT. The
large gap between the median LSAT scores of blacks and whites
historically has been explained away by test publishers as the
result of unequal educational opportunity. Grannon's study tovk
care to eliminate the possibility of lower academic ability on the
part of minority students as an explanation for his findings. He ex-
amined the difference in the LSAT scores of black and white col-
lege seniors, from the same universities, and who had earned com-
parable undergraduate grade point averages. Gannon's finding
showed that blacks, with the same grades, from the same colleges
as whites, scored more than 100 points lower on the LSAT. In fact,
this has been my personal experience with over 10 years worth of
law school admissions work and, in particular. work on minority
subcommittee admissions process at Northeastern.

Q.
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Coaching has been talked about earlier today. I maintain that
this places minority students in what we call a case of double jeop-
ardy. As the use of the test has increased, a parallel phenomeuon
has developed—coaching for the test. The SAT alone has spawned
a thriving multi-million dollar industry in preparing students to
take the test, not to mention the LSAT preparation industry.

Preparaton ranges from private tutors, who charge prices up to
$60 per hour, to the coaching schools, like the Stanley H. Kaplan
Educational Centers and the Princeton Review, which charge tui-
tion in the $400 to $600 per course range. Both Kaplan and the
Princeton Review claim average SAT score improvements in the
150 to 200 point range. Such an increase can mean the difference
bﬁ_tween a rejection notice and college admission with a scholar-
ship.

This coaching boom, however, puts most minority and low
income students in double jeopardy. Not only are they unable to
afford the advantages promised by coaching, but the success of
coaching increases the disparity in performance between racial
groups even further.

Standardized tests are poor indicators of prospective minority
students performance. The problems caused by racially disparate
scores and standardized test bias are magnified by overreliance on
standardized test score admissions. Tests have been oversold and
overused to the detriment of other, often better predictors of per-
formance. Many studies, including one conducted in 1985 by Dr.
Peter Garcia, Dean of Education at Pan American University in
Texas, for the National Institute of Education, have concluded that
standardized tests have no predictive ability for future perform-
ance. Charles Willy, a professor at the Harvard Graduate School of
Education, has reported that at Ivy League colleges there is no cor-
relation between admissions test scores and the academic perform-
ance of minority students by their fourth year. Many of these mi-
nority students have had to make significant adjustments to the
college environment.

Professor Willy also found that when graduate school admissions
committees ignore applicant scores on standardized tests, these
committees tend to admit a higher proportion of minority students
than they do when test scores are made a part of the admissions
decision. At the undergraduage level, Willy continues, evidence
also exists that the use of scores on standardized aptitude tests as
part of the admissions process disproportionately excludes some
racial and ethnic minorities.

In 1977, when the University of California proposed a change in
its admissions policy that would give greater weight to standard-
ized test scores than to high school grade point averages, a member
of the Board of Regents requested that the new criterion be applied
hypothetically to the class that had been admitted a year before
the new policy was proposed in order to assess the potential effects
of the change. The study revealed that if the proposed admissions
criteria had been in effect a year earlier, the total Un'versity of
California student body would have included 9.5 percent fewer His-
panic students and 8.8 percent fewer black students.

Tests are very inaccurate at even what they purport to measure.
In the College Board publication “The Admissions Testir g Program
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Guide for High Schools and Colleges”, the Board provides even
more detail o.1 the limitations of the scores. The guide urges that
SAT scores be interpreted as ranges rather than as points. The
ATP guide refers to the fact that the score an individual receives
on one administration of the test is probably not the person's true
score for an exact measure of that person's ability.

They then go on to speak about what we call normal variations
in the score than an individual receives when they are tested on
the same or similar test at different times. This means that for
most—that is to say, two-thirds—of the individuals taking the SAT,
both the verbal and mathematical score obtained will be within 30
points of their so-called true score. If, for example, a student’s true
verbal score is 450, then the actual score of the student will be be-
tween 420 and 480.

The same holds true when we're making distinctions between
two persons with respect to their scores. This is called the standard
error of deviation or difference. The Board, thus, advises colleges
that between students’ score differences of less than 66 points and
72 points on the SAT verbal and SAT mathematical, respectively,
have little significance. Yet schools often make important judg-
ments on the basis of as little as 10 point differences in the SAT
performance. By the way, the same holds true, and is actually
more true, for the LSAT. Now that it's rated on a 10 to 48 scale,
the kind of distinctions that we make between students are be-
tween scores of 36 and 34, two point differences with respect to
using the LSAT.

This overemphasis on test scores obviously underemphasizes
other and what we would maintain are probably more valid fac-
t(i)rT, such as grades, extracurricular activities, writing and creative
ability.

Standardized tests influence the awarding of scholarship money,
which further hampers the ability of minorities to pay for a college
education. Over $100 million in merit scholarships are directly in-
fluenced by biased standardized tests. Scholarship agencies’ reli-
ance on test scores is often the key criteria that keeps minority stu-
dents from obtaining needed financial aid awards. The National
Merit Scholarship Program, for example, automatically rejects stu-
dents who do not achieve scores in the top one-half or 1 percent in
that State from consideration for the $23 million in scholarships
awarded annually.

Last year, all recipients of college scholarships awarded by the
State of Alabama were white, even though the public school system
is nearly 50 percent minority. Information made public through a
class action lawsuit revealed that the State's heavy reliance on the
ACT scores was responsible for no minority students receiving
scholarship assistance. In addition, many colleges and universities
scholarship programs award on the basis of standardized test
scores.

Minority female high school students are doubly penalized by
both the gender and racial biases of the SAT. In every category,
males outscore females. This is across all ethnic and racial catego-
ries. The New York Empire and Regents Scholarships, worth over
$40 million last yea:, are awarded exclusively on the basis of the
student’s ACT or SAT score. In 1986-87, this reliance resulted in 72
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percent of the winners of the New York Empire Scholarships,
worth up to $10,000 each, going to mules, and just 28 percent going
to females. Bear in mind that’s obviously compounded then by the
racial discrimination, which we must overlay on these statistics.

Counselors also often rely on test scores as the basis for recom-
mending college and university, not to mention graduate school.
My own experience is that minority students who present them-
selves at pre-law advisors’ offices at college and university campus-
es are regularly discouraged from applying tu graduate school pro-
grams, and in particular, law school, on the basis of their low per-
formance on the standardized LSAT exam.

In addition, it is fairly clear that students themselves are self-se-
lecting about the schools that they appiy to. I wanted to respond to
my colleagues on the panei’s remarks earlier, around the statistics
of those who get into their number one cheice of college or univer-
sity. That has to be viewed against the backdrop that most stu-
dents readjust the colleges and universities that they apply to,
much less the graduate schools that they apply to, on the basis of
receipt of their standardized test score. If it is lower, they then
place themselves almost automatically opting out of applying to
certain “more selective” schools.

Recommendations. It seems to me, at the very least, we ought to
be asking the test companies to enforce their own guidelines. If the
College Board guidelines on the uses of College Board test scores
and related data emphasize that the test score should not be the
sole factor in determining the admission of an applicant, then the
College Board ought to make sure that the recipients of their Col-
ler= Board scores are, in fact, not only informed, but, in fact, living
-, to that practice. The College Board continues to provide test
scores to colleges and scholarship agencies that automatically deny
consideration to students who fail to achieve a certain minimum
cut-off score on the PSAT or the SAT. By the way, that’s also true
for most law schools in this country. They use a minimum LSAT
cut-off score. There are two large drawers in a file cabinet in the
admissions office at Northeastern University which will not be
looked at by the admissions committee because they do not meet a
minimum LSAT score.

Similarly, in a statement regarding tests and standards, ETS
president Gregory Anrig has stated that admissions test results are
supplementary to the academic record and other information about
applicants. Test scores should be used in combination with other
information and not as the sole basis for important decisions affect-
ing the lives of individuals.

Mr. Epwarps. If I may interrupt at that point, what do you
think would happen at Northeastern if the admissions office ac-
lcepged a bunch of those applications where the scores were very
ow’

Dr. CArRTY-BENNIA. Probably not a whole lot.

Mr. Epwarps. What would happen to those students?

Dr. Carty-BeENNIA. I think they would probably graduate from
law school and go on to successfully pass the bar and practice law.
I'm not suggesting that exceptions are not made. In point of fact,
we all know that exceptions are made for students with low stand-
ardized test scores. But the basis of those exceptions tends to be on




302

the basis of family connections, alumni connections to the school,
and other forms of admitting students who have low standardized
test scores. They do manage to graduate and they do manage to
pass the bar and they do manage to go on and practice law effec-
tively.

The problem, of cours., is that their interest groups are repre-
sented in the admissions process, and we're suggesting that that
works in a discriminatory way against thuse who do not have their
interest group representative in the office to make that exception
for them, with respect to standardized test scores.

The second thing, it seems to me, is that we ought to require that
standardized admission tests be made as fair as possible. The
Golden Rule bias reduction technique is a safeguard which test
companies should employ to ensure that their tests measure rele-
vant knowledge differences between test takers and not irrelevant,
culturally specific information. It is based on a November, 1984
out-of-court settlement agreement between the Educational Testing
Service, the State of Illinois, and the Golden Rule Insurance Co. of
Lawrenceville, IL. ETS agreed to employ this new procedure in
order to settle a lawsuit charging that their lllinois insurance li-
censing exam unfairly discriminated against blacks.

In 1986, ETS extended the Golden Rule reforms to its uniform
insurance exam that is annually administered to over 250,000 job
applicants in 22 States and Bermuda. The Golden Rule reform
makes exams fairer, not easier. Under the procedure, the same con-
tent areas are covered as on previous tests, and the exams are of
the same level of overall difficulty. The only difference is that
within groups of equally difficult items, in the same content areas,
test publishers must select those items that display the least differ-
ence in the correct answer rates between majority and minority
test takers.

While not part of the Golden Rule settlement, the procedure
lends itself to the elimin..ion of gender bias in standardized test
taking as well. Application of the Golden Rule bias reductisn fo:
race and gender bias shouid be required for every higher education
standardized admissions test.

Finally, it seems to me that we ought to talk about opening up
the SAT for competitive bid. For the past 40 years, the College
Board has simply renewed the contract awarding LTS the right to
develop the SAT and related products. Internal ETS documents
reveal that ETS earns a profit of about 30 percent from its College
Board-related activities. If ETS had competition from this lucrative
$50 million a year contract, the company would have to eithe:
become more responsive to the concerns noted, or f{ace the very
real possibility that a more innovative and responsive company
would be awarded the contract.

Finally, I think that we cught to bring to this committee’s atten-
tion the fact that I just was informed there are certain Federal
Government scholarships awarded on the basis of standardized test
scores, the Byrd scholaiships, which I would ask that this commit-
tee at least take the very first steps of looking into and perhaps
looking towards eliminating or at least minimizing the impact of
standardized tests in the award of those scholarships.

Thank you.
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M}r'l Epwarps. Those are good recommendations. Thank you very
much.

We're only going to have about five minutes. Why don't you go
ahead, Ms. LeRoy.

Ms LeRoy. Mr. Behnke. the subcommittee has heard a lot of tes-
timony today about different types of tests and test uses, but most
of the testimony has focused on the SAT as a college admissions
test. That already is a small universe, I suspect, in the realm of
testing and is, I suppose, a reflection of our own cultural bias as to
people in this room as much as anything else. But MIT represents
an even more rarified atmosphere, 1 suppose, even in the world of
college admissions.

Do you think that the sort of process that your institution has
initiated with respect to college admissions is transferrable to other
institutions that are larger, less selective, less elite, I suppose, and
can be used with the same kind of reliability as the process that
you have instituted at MIT?

Mr. Beunke. Well, the quick answer is yes. It’s a matter of how
many resources the institution is willing to commit to the process
of admissions. I think people in the profession want to do as thor-
ough job as possible and they are limited in many cases by staff
and other kinds of support. I think as much as possible, decisions
on how to allocate resources like a college education should be
based on as much information about the individual as possible—the
meaning of the grade, the meaning of the secondary schools they
come from, the quality of courses they're in, which is something we
look at very carefully. Then all the kinds of activities that a person
takes part in. That takes some sensitivity and some time in reading
applications and getting to know communities, because as ! men-
tioned carlier, I think one of the real problems is the sophistication
with which different kinds of people present themselves.

We would very much like to depend more heavily on things like
what a student has actually done, what their characteristics might
actually be But a stud.at from an affluent suburban high school
or prep school gets recommendations and advice on how to present
him or herself substantially different from someone in a small
farm community. We're always trying to read into applicants’ situ-
ations what their context is.

So to go beyond the objective evidence is a time-consuming proc-
ess and demands resources. Ideally, 1 think every institution ought
to be doing that.

Ms LeRoy. But it is possible to do if they're committed to devot-
ing the time and the resources?

Mr. BEHNKE. Yes.

Ms. LERoy. Thank you.

Mr. Epwarps. Dr. Carty-Bennia, what do you say to the response
of n previous witness, that the make-up of the female population of
applicants has much to do with their doing poorer in these tests
than they did previously, that there more of them, that they come
from poorer families, with less education and so forth?

Dr. Car1y-BENNIA. Well, at least with respect to the LSAT, that
isn't true. We still cream, if you will, the “creme de la creme” of
students coming from undergraduate institutions who sit to take
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the LSAT. In fact, what the LSAT does is to underpredict how suc-
cessful they will be academically in law schuol. But that’s also con-
sistent with the fact that these have been “'superstars”, if you will,
in terms of their academic record in college as well as high school.

Mr. EpwaRrps. One quick question of Mr. Behnke. What happens
to those applicants that you accept at MI™ who really have very
low scores?

Mr. BeHNKE. In most cases students with low scores also have
low grades, so that looking a al! the evidence together, they are
not admitted. If the evidence for some reason doesn't match, we in
most cases go beyond the evidence. I have gone so far as to call sec-
ondary schools and asked them to get teachers out of class to come
and talk to me about the student’s performance.

That’s why the process is very time-consuming, if you're going to
g0 beyond the evidence, and if we're convinced that the test scores
don’t test that individual’s potential, then we ignore them.

Mr. Epwarps. Counsel for the minority.

Mr. SLoBopIN. First of all, let me just say for the record that I
did not get a copy of Professor Carty-Bennia’s testimony.

Dr. CarTy-BENN1A. It will be submitted——

Mr Srosopin. It makes it a little difficult to take a look at some
of the statements that you m: le, although a lot of them have been
lifted, I think, from the repor: that Miss Rosser released last week.

You said that instead of st ndardized tests we ought to ]ook at
alternatives like grades and ¢ <tracurricular activities. I wanted to
ask you, what is inherently : aperior in looking ai those items as
opposed to the standardized t sts? Specifically, 1 would like you to
explain why you think a mu tiple-choice test in a math class in
high school is inherently les: bias-free than the math section on
the SAT, and how you can ay there is less bias in evaluating
whether a running back in coi ege, an award-winning running back
or someone who played in « symphony orchestra, how can you
evaluate—How can you compare apples and oranges and how is
that less bias-free than the standardized tests?

Dr. Carry-Bennia First of all, you asked me two questions, so
let me try to address the latter part first.

With respect to the way in which law schools can evaluate a run-
ning back, if you will, as opposed to someone who plays in an or-
chestra, it seems to me that schools make very up-front policy deci-
sions about the kind of diversity that they want to see in terms of
th  composition of classes at t 1eir law school. We regularly get ap-
plications from a wide variet. of people who do not translate, if

ou will, into being compar: ble oranges or comparable applies.
hey are, in fact, apples and ranges. But we are very desirous of
ha}'ling not only apples and «-anges but bananas and cherries as
well.

Mr. SLoBobIN. You're starting off with a result. You want a cer-
tain percentage right at the start. Suppose there aren't enough ba-
nanas coming in or——

Dr Carry-BENNIA. It’s an imperfect world that we live in. In any
given class, we probably won’t have the appropriate percentage of
the target percentage that we were thinking about in any given
year. But we strive, out of the people that we get, with any rertain
comparable pool, to get the best of that pool. And so we will look at
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all of the running backs or comparable athletes. We will look at all
of the comparable orchestra players, and we will look at all of the
persons that are from rural areas to some extent and try to get the
best out of each of those groups for a mix.

Mr. SroBobIN. Well, you're explaining the process but you're not
telling me why there is less bias in that process——

Mr. EpwaRDs. I'm sorry to interrupt, but we have to——

Dr. Carty-BENNIA. Because they'll be compared on proven past
record.

Mr. Epwarps. I hate being unfair to our witnesses. You really
were entitled to a lot more time. But we did run out of time. We've
got a supplemental on the floor and there’s a vote right now. If I
just get over there, I'm sure that education money will be saved. So
thank you very much.

Dr. Carty-BENNIA. Thank you.

[Whereupon, at 12:45 p.m.. the subcommittee was adjourned.]
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